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ABSTRACT  
In everyday public and policy discourse, Information and Communication Technology 
(ICT) is strongly associated with speed – with rapidly accelerating innovation in 
products and services, with shortening lifecycles for products and careers, and with 
unpredictable changes in global flows of capital, goods and risk. This study explores a 
different set of ideas – ideas associated with Slow – slow food, slow cities, slow 
design, etc. A motivation behind the study is to reframe the way we think about ICT in 
Education – to question the strength of the connections between ICT and ‘fast’ and to 
explore what Slow ideas might look like in alternative conceptions of ICT and 
Education.  
 
The thesis carries out this exploration by weaving together strands of philosophical 
and educational inquiry.  It explores meanings of Slow in thinking about education, 
and life more broadly. It uncovers and interprets four themes: Slow as a state of 
mind; reconceptualising time; valuing process and the connectedness of self, people 
and place. It uses phenomenology to study lived experiences of Slow and of ICT, in 
education and beyond.  
 
The research reported in the thesis falls into three phases. In the first phase, I 
interviewed a range of people who are advocates of Slow – to find out more than can 
be found in their writings alone about what Slow means to them, and to tease out 
some connections in their thinking about Slow and their thinking about Education 
and/or ICT. (Only one of these people was formally involved in Education.) The four 
common themes mentioned above began to appear in my analysis of these 
interviews. In Phase Two, I conducted in-depth interviews with people who have 
recent, in-depth experience of working with ICT in Education. Analysis of these 
interviews was coupled with philosophical reflections on aspects of Slow to illuminate 
an ontology of Slow in the educational context. I designed and produced an artefact 
to capture what was emerging as the essence of Slow – in relation to Education. This 
artefact – a simple but carefully designed document – was used as a focal point and 
stimulus for a small group discussion: the centrepiece of Phase Three of the research. 
This focus group consisted of experienced educators and their reflections on the Slow 
ideas, my practical aims and their own professional experiences produced some 
further insights into the challenges of applying Slow ideas in rethinking ICT in 
Education. 
 
The thesis is offered as a resource for those who question the necessity of linking ICT 
in Education to agendas of fast growth, industrial production, ecological risk and 
fragmenting human relations. 
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Preface 
 
When I was a child, people used to talk about what would happen by the year 
2000. For the next thirty years they kept talking about what would happen by the 
year 2000, and now no one mentions a future date at all. The future has been 
shrinking by one year per year for my entire life. I think it is time for us to start a 
long-term project that gets people thinking past the mental barrier of an ever-
shortening future. I would like to propose a large (think Stonehenge) mechanical 
clock, powered by seasonal temperature changes. It ticks once a year, bongs once a 
century and the cuckoo comes out every millennium. (Hillis, n.d., About Long Now, 
para. 3) 
 
The Clock of the Long Now, described by Hillis (n.d.) above is designed to counteract 
contemporary Western society’s pathologically short attention span and short 
sightedness and encourage a long view and long-term responsibility, “where long-term 
is measured at least in centuries” (Brand, n.d.). “The Clock will stand sixty feet tall, cost 
tens of millions of dollars, and will run for ten thousand years, with minimal human 
intervention” (Brand, n.d., The Clock and Library Projects, para. 1). Brand (n.d.) states 
that the sole purpose of the Clock of the Long Now is to get us thinking about the 
future, and to remind us that the future is not just handed to us, but in fact we inherit 
it.  
 
Therefore, the Clock is a symbol, an important reminder, of our need to extend the 
horizon of our expectations for our world, for our complex of civilisations and cultures, 
beyond the lifetime of our own children, and even the next two or three generations 
(Chabon, 2006).  
 
It wasn’t until I began this study that I had given any real thought to the state of the 
world in the ensuing ten thousand years, apart from, whilst growing up, watching TV 
shows like The Jetsons and Lost in Space and later on reading Huxley’s (1931) book 
Brave New World and Bladerunner, for English class. I can also remember creating a 
poster on the future of transport as a nine-year old, and if you had told me that in the 
year 2015 the main mode of transport would still be cars, and not flying vehicles, 
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floating skateboards or personal jetpacks, I am sure I would have been immensely 
disappointed.  
 
However, this journey begins in the 1990s. It was somewhere in the 1990s that we 
started to lose our ability to envision things well into the future. Today, our 
technologically saturated world, filled with a range of technological devices, social 
media and its constant stream of information, makes it difficult for us to comprehend 
the next hundred years, replaced instead with a short-term, future-oriented vision 
that is marked by the next idevice release or software update (Brand, 1999).    
 
I asked my twelve-year old about the future, to which he replied the future was the 
year 2020 – five years from now. A future where he too envisioned flying motor 
vehicles and rocket-powered backpacks, but went further to describe a world ravaged 
by the effects of global warming and human intervention; a place without trees and 
clean air, where one would soon need to purchase bottled air. He spoke of China being 
one of the first countries to slowly disappear, as its high pollution levels would cause 
the sea level to rise, eventually swallowing up its coastal cities. When probed further 
and asked who was responsible for ensuring these things do not happen, he paused 
and said he was uncertain who was responsible. The future he envisioned, and that he 
and his children would inherit, was inevitable.  
 
My tiny mark on education, begins with me, with my responsibilities to those in my 
care. As a parent with my own children – teaching them to love and care about the 
world - and in loco parentis as an educator - teaching my students to respect and think 
about the future of the world, so that their children and their children after them, all 
the way down the line from now to the year 12 015, can inherit and enjoy a world of 
boundless possibilities.  
 
I am an educator with a Bachelor and Master of Education, both degrees specialising 
in education and Information and Communication Technology (ICT). My teaching 
experience began in secondary schools, where I taught Computing Studies. Currently 
(since 2005) I am a lecturer in a university in Sydney, New South Wales. I prepare 
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preservice teachers to integrate ICT to enhance teaching and learning, for both 
primary and secondary students.  
 
During the eighteen years that I have been involved in education it has undergone 
significant change. I have witnessed first-hand the impact global influences, 
accelerating change and increased technological complexity have had on education, 
knowledge, teaching and learning. I have watched, as education has become 
increasingly perceived as the key to national competitiveness, tilting education’s 
balance in favour of the vocational and economic development of human capital and 
on the commodification of learning and teaching. Education, now, utilises a model 
crippled by too much content and too little time to think, built upon the provision of 
knowledge and skills that governments think businesses require, informed by political 
agendas looking for ways to educate more people to even higher levels (Holt, 2002; 
Orr, 1992). All of this contributes to the dichotomous relationship between 
technological advancement and innovation, on the one hand, and the conservation of 
humanity and the humanistic pursuit of knowledge, understanding and wisdom, on 
the other.   
    
Perhaps surprisingly, this thesis is an argument for ICT in education as necessary to 
progress. It will show that the modern world need not sacrifice concepts of right, 
wrong, ethics, morals and long-term vision, to technology. But rather, the informed 
and purposeful utilisation of technological innovations can help orchestrate a recovery 
of education and humanity.  
 
This study presents a vision for the long now, uncovering a movement based on 
sensual pleasure and wisdom – The Slow Food Movement. It offers an alternative to 
the ‘fast’ life of the twenty-first century, and tells the story of a Slow way of living, 
teaching and learning. It tells of the joys and challenges of discovering one’s natural 
rhythm and tempo in a speed-hungry world, identifies teaching and learning as 
humanistic, social and multidimensional and puts this view forward as a guide for 
future developments in ICT-rich education.    
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Chapter One 
 
No problem can be solved from the same consciousness that created it.  
We have to learn to see the world anew. –Albert Einstein 
 
1.1 Introduction: A personal journey 
 
This thesis tells the story of a personal research journey, albeit a slow and challenging 
one. I developed symbolic maps and travel plans as I progressed, in similar vein to 
Lotz’ (1996) doctoral journey, and the many before her, to assist me to make sense of 
the road travelled. Like fellow travellers, I took snapshots of literal and metaphorical 
events, and the encounters and stories that captured the spirit and essence of the 
journey. I kept travel diaries that recorded feelings, perceptions and conversations 
about my experiences, situations and opportunities. I kept souvenirs in the form of 
transcripts, email correspondence and glossy brochures as mementos of my travels. I 
then embarked upon writing a story of this journey using excerpts from my travel 
documents, married with insight and new understandings gained from researching the 
guidebooks of relevant literature. This thesis is my travel report. It is a personal 
account of a journey that has helped reshape my knowledge, beliefs and values about 
contemporary education, technology and sustainability.      
 
Producing a thesis accurately reflecting the complex, diverse and dynamic landscape 
has not been without its hurdles. This thesis is unconventional in composition, though 
it does contain all the necessary academic ingredients. It has been, as Winter (1996) 
writes, “an attempt to do justice to the always frustrating relationship between the 
linear sequence of words on a page, the infinite complexities of experience, and the 
desire to elucidate a wider significance from particular events” (p. 25). Each section is 
one piece of a mosaic designed to develop the whole; some sections short, others 
long, some utilising a scholarly voice, others a narrative style. Therefore, whilst the 
first four chapters provide the thesis overview, literature and research methodology, 
the subsequent chapters contain a mixture of phenomenological experiences, analysis 
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and critique associated with each phase of the research journey. This structure reflects 
the research process as I experienced it.    
 
Throughout this thesis the terms technology and ICT will be used interchangeably. 
While the term ICT typically denotes more than just hardware and software, 
technology is often used similarly. Hence, both ICT-rich education and technology-rich 
education remain open and flexible nomenclature, providing terms through which the 
experiences of technology in education may be explored.    
  
1.2 Framing the research: My background and interest  
 
Life experiences shape the way that we think about, interact with and view the world, 
and therefore they also have significant potential to influence what we research and 
which methodologies we employ. It is therefore useful for the reader to have an 
awareness of my background, to better understand the origins of this research study 
and my role within its context.  
 
My interest in ICT-rich education began in 1999 after I was approached to take on the 
role of ICT Integration Coordinator at a secondary school in Sydney. I had been 
teaching for four years. I did not possess formal computing qualifications; my 
technological experience consisted of using Windows 98 on a Pentium III with 128Mb 
of RAM and 3.5” floppy drive. Throughout my time at university, and early into my 
teaching career, I had become proficient in the Microsoft Office 1998 suite, and had 
experimented with both Logo programming and HTML markup languages. ICT in my 
teaching practice involved the use of Microsoft Word to design handouts, PowerPoint 
to create presentations, the utilisation of multimedia CD ROMs to aid explanations, 
and the creation of some very simple websites.  
 
In April 1999, the Ministerial Council on Education, Employment, Training and Youth 
Affairs (MCEETYA) committed to the national reporting of educational outcomes and 
key performance measures in a variety of areas of schooling, one of which was 
information technology. Concurrently the NSW Board of Studies released a set of ICT 
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skills that identified each Microsoft Office application and a continuum of skills listed 
under each application, to be acquired by students. The establishment of the ICT 
mandated initiatives led to my subsequent appointment to the role of ICT Integration 
Coordinator. This early approach to ICT education placed a focus on the teaching of 
computer skills, as each Key Learning Area took on the responsibility of ‘integrating’ 
one Office application into their subject content in order to sign-off on the ICT 
competencies attained.  
 
During my time as ICT Integration Coordinator I witnessed firsthand the challenges 
involved in successful ICT uptake - which included inadequate ICT infrastructure, lack 
of access to technological resources and teacher resistance to ICT integration, training 
and change (Clarke & Robinson, 2005; Cohen, 1993). All within a context where school 
systems, teachers and students were already overwhelmed by too much content and 
too little time to think; a system focused largely on outputs (Cobbold & Australian 
Education Union, 2007).  
 
My research interest in challenging the rhetoric of technology education, and helping 
transform its practices, developed through these experiences and was intensified 
when my first child started school. The school we chose for my son’s education was 
selected for its friendly, child-centred, flexible approach to learning: an approach to 
learning that was the antithesis of the traditional schooling experience in which I had 
been immersed as a child. My son’s educative experiences had a profound impact on 
my own teaching ideologies, calling into question my teaching practice and research. 
Thus I began postgraduate study in a Masters of Education in ICT, where I could 
pursue further effective integration of ICT. It was also during my Masters’ candidature 
that I was offered my current teaching position at the university: to prepare preservice 
teachers for teaching with ICT.   
 
I entered tertiary education during a time of great change. The Australian government 
in 2000 shifted the educational discourse from one that was democratic to one that 
heralded education as a commodity (Reid, 2009). Parents and students were classified 
as consumers and curriculum design became heavily focused on standardised testing 
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for the purpose of sorting, ranking and selecting (Cobbold & Australian Education 
Union, 2007). During 2000, Australian government ICT educational reform was 
implemented, involving iterations of what it means to integrate ICTs, through a suite 
of seven statements and frameworks. The governance approach, and these 
statements, had a profound impact on the direction for ICT in education, as the 
frameworks focused heavily on technological infrastructure, hardware and software. 
Notably, only three of these key directives, Online content strategy: Learning in an 
online world (MCEETYA, 2004); Pedagogy strategy: Learning in an online world 
(MCEETYA, 2005); and Contemporary learning: Learning in an online world (MCEETYA, 
2005), linked ICT with pedagogy and twenty-first century teaching and learning.      
 
In 2008, as part of the Rudd government’s education policy, the Digital Education 
Revolution (Rudd, Swan & Conroy, 2007) equipped all Australian schools with 
technological infrastructure, hardware and software. Whilst this initiative did much to 
foreground equity by providing all Australian students with access to technology, it did 
little in terms of ensuring teachers and students were prepared to meet the challenges 
of the twenty-first century. And when the Labor government ended in 2013, so too did 
the ‘revolution’. There was no provision for funding to continue the supply of laptops 
or tablets, and there was no future plan to sustain or introduce improved technology. 
 
Within politics, technological acceleration appeared to be driving economic 
acceleration and as a result education struggled to keep up. Since 2000, I have found 
myself teaching within a system obsessed with efficiency, productivity, excellence and 
an entrepreneurial ethos (Lynch, 2006); a mechanistic model focused largely on short-
term outputs, standardisation and mass production. Student numbers in the units for 
which I had responsibility rose exponentially. For example, a unit with a cohort of 70 
students rose to 230 in three years. My responsibilities to the student body included 
teaching information that was consistent with the scope and sequence that has been 
determined by faculty administrators and educational departments. Constraints, such 
as time, policy, student numbers and resources, limited me in what I taught and how I 
taught. Hence, my focus became the dissemination of knowledge; knowledge that the 
faculty and I felt was important for preservice teachers to know. I hoped that this 
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information was meaningful to my students, but my utilitarian approach to teaching, 
getting the maximum amount of information into as many students as I could, drove 
my focus. In my own way, I contributed to the erosion of traditional knowledge in 
pursuit of the knowledge economy, much of which I could see was of little interest to 
the students: evidenced by their automated responses to my questions and 
requirements. Students attended classes because they had to, not because they 
wanted to, and their focus was largely on assessment, grades and comparisons with 
other students. The educational environment, process and system had been set, and I 
moulded students to it.   
 
Chasing the knowledge economy was an approach to education that Dewey 
(1916/1985) would have described as fatal to the interests of education. Dewey spoke 
of the need for teachers to help cultivate a mindset that is directed towards instilling 
reflectivity, inquiry and a capacity for moral judiciousness on the part of students. 
Dewey’s notion of education underscored the importance of a democratic society that 
could only exist and function if the citizenry was well-educated and had been engaged 
in educative experiences that helped its citizens think, problem solve, communicate 
ideas and develop interests leading to personal and societal growth (Dewey, 
1916/1985); a democracy based on the philosophical foundation that all members had 
a voice to be counted as members of an equitable and thriving community. Such a 
view was in stark contrast to my own classroom; one in which I planned, calculated 
and measured student experiences, with little space for exploration of self because I 
was the one often giving directions. The meaningful, educative experiences Dewey 
prescribed had not been an objective (or even a vague consideration) in the courses I 
taught.  
 
On a personal level, the increased pace of scholarly life and corporatisation of 
university culture was increasingly infiltrating and impacting my personal wellbeing 
and role as wife, mother and friend. Meeting the demands of efficiency and 
productivity required the technological automation of many of my current work and 
home practices. For example, I would be accessing email, social networks and doing 
academic database administration, via my mobile device, at any time of the day or 
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night. What should have been greater efficiency for me, did not result in extra hours of 
leisure time, rather it provided the opportunity to pack more work into my day. The 
increased noise, pressure and busyness left me conflicted, disenchanted and 
exhausted. 
 
1.3 From personal to global 
 
On a global scale, it was clear that the world was in a state of ecological and social 
crisis: “incoherence, disorder and violence are the hallmarks of the modern world” 
(Orr, 2002, p. 4). Climate change, increasing population, declining biodiversity, 
pressure on land for both food and bio-fuel, war and terrorism was part of the 
everyday dialogue in Australia, and in global politics. So, whilst my personal problems 
and challenges are central to this research, I acknowledge that in order to build a 
better world, “one that can be sustained ecologically and one that sustains us 
spiritually” (Orr, 2002, p. 4), and one where its citizens act ethically and morally to 
foster personal and societal growth (Dewey, 1916/1985), we must transcend the 
disorder and fragmentation of the modern age, and take on a larger view of our place 
in the universe. A larger view of the world is required because my current view has 
been significantly diminished by a life spent in a modern, speed-hungry world, and 
from my time in education.  
 
The notion of an expanded view of the world has been explored in both a revealing 
and challenging way (Kumar, 2002; Laura & Cotton, 1999; Sterling, 2001) suggesting 
that it is a specific form of knowledge that has led directly to the degradation of the 
social and ecological integrity of our environment, and our social and personal 
relationships. This environmental and social crisis is indicative of the presupposition 
that knowledge can be obtained only if the knower detaches and distances themselves 
from the objects under investigation.    
 
In a sense then, the very act of knowing separates us all from nature and the 
things we come to know in nature. In the name of objectivity we thus 
systematically educate students at every institutional level to sever their 
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relationship with the things of nature they seek to understand. (Laura & Cotton, 
1999, p. 1 - 2)     
 
According to Kumar (2002) and Laura and Cotton (1999) it is our separation from the 
world around us, which creates such a myriad of problems. It is the detachment, from 
nature and the people around us, that fosters the lack of moral responsibility we feel 
in manipulating and exploiting all living and non-living things. These things - trees, 
plants, animals, and people - are seen as important only in as much as they serve us, 
and they are easily destroyed. Recasting the problem in this way sees the crisis not as 
a series of practical challenges to be met, but as a question which goes to the very 
heart of who we are.       
 
Laura and Cotton (1999) also argue that society’s obsession with technological growth 
has contributed to the environmental crisis; an obsession that is likely to take us “to 
the brink of extinction” (p. 40). Their argument is that modern culture has 
institutionalized a form of knowledge with a prime motivation of power and control 
and that by virtue of the values, of both knowledge and technology, “they are by their 
very nature intrinsically divisive of the ecological integrity of the earth” (p. 40). 
 
The fundamental problem for education has little to do with developing more 
effective strategies for the transmission of knowledge … if the knowledge we 
have taught them to discover is enshrined in a cultural mind-set of power, 
exploitation and control. In teaching them these things we bequeath them the 
power of giants, but their inheritance is the power of blinded giants without 
vision, blinded to the indiscretions of technologies they have themselves 
unwittingly programmed to destroy themselves and everything else around 
them. In the end our fanatical commitment to the educational technologisation 
of our world results in the depersonalisation of human activity, the 
dehumanization of human relations, and the desanctification of nature. (Laura 
& Cotton, 1999, p. 3)  
 
Education, in particular the technologisation of education, has contributed to the 
crisis. This position calls for a re-examination of what it means to be human in a world 
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obsessed with speed, systems, power and control. It requires we find richer ways of 
connecting with humans, other species and inanimate aspects of the planet, including 
technology to “preserve the things of nature rather than transform them into artefacts 
whose value depends on their potential as commodities to be bought and sold” (Laura 
& Cotton, 1999, p. 3). Such a paradigm of learning will help students come to 
understand and appreciate we are embedded in a wider world, which has significance 
beyond us.  
 
1.4 A crisis of being 
 
The question of what it means to be, of simply being or of how and what we are in the 
world, is ontological. Ontology is a philosophical term for ideas about what is, what 
kinds of things we are, what kind of things the world is; the structure of reality (Crotty, 
1998). There are many ways of exploring “what is” (ontology) and “what it is to know” 
(epistemology) but one well-respected theoretical approach is phenomenology, which 
claims we can understand “what is” by examining each phenomenon and our 
experience(s) of it (Crotty, 1998). This view is extended further by van Manen (1990) 
who claims that phenomenology represents studying our everyday experience of 
being in the world.  
 
Heidegger and Merleau-Ponty critique a view of the world, an ontology, that positions 
knowing subjects as being in control of objects, to be viewed as things to be used by 
people. Heidegger (1982) discusses the way a technological approach to the world is 
dangerous, as it facilitates man’s domination, destroying and exploiting all beings for 
his own satisfaction. Heidegger (1982) argues that the division of the world into 
subjects ‘in control of’ objects is the problem:  
 
Western history has now begun to enter into the completion of that period we 
call the modern, and which is defined by the fact that man becomes the 
measure and center of beings. Man is what lies at the bottom of all beings; that 
is, in modern terms, at the bottom of all objectification. (p. 28)         
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Dividing the world into subjects and objects is an ontological approach of viewing the 
world. This approach suggests that distancing ourselves from our experience and then 
reflecting on what we find is a valid way of drawing conclusions about the world. 
However, when we are immersed in experiencing the world, such distinctions collapse 
and we are all part of the “flesh” (Merleau-Ponty, 1968, p. 123) of the world. Humans, 
and all other living and non-living species, become intertwined. These arguments will 
be explored in more detail in chapters two and three. 
 
Heidegger and Merleau-Ponty help us to see that our current epistemology reflects 
what Laura and Cotton (1999) suggest is an epistemology of power and control: a view 
that divides the world up into a hierarchy of people and things, as opposed to a vision 
which sees all things entangled with one another. An epistemology of power and 
control is destructive to the world around us, as we have created a world of 
separation, where all of those things which are not human are exploited and abused.  
 
This understanding of the ecological and social crisis is a crisis of being; a crisis of the 
way we see ourselves in the world. This thesis will explore the questions that emerge 
from the work of Laura and Cotton, Heidegger and Merleau-Ponty: Is Slow a way of 
thinking about ourselves that does not separate us from, but embeds us into, the rest 
of existence? How can we move towards a way of being in technology-rich educative 
environments that fosters greater connection to others and the world around us?  
 
Moving towards an epistemology of participation, caring and collective spirit, a unified 
concept of humanity would require the reconceptualisation of education and 
technology: a reconceptualisation that could continue the impetus created by a 
movement that has raised awareness of the ethical and social dimensions of food 
production and consumption - the Slow Food Movement. The Slow Food Movement 
calls for a new dialogue that harmonises the economy with nature, states founder and 
international president of Slow Food, Carlo Petrini (Andrews, 2008); a dialogue that 
seeks to reinstate balance in culture, work and food related practices.  
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Slow Food emphasises the ecological, culinary and social justice concerns surrounding 
food and food production. It has developed local and global initiatives targeting issues 
such as sustainability, loss of culinary tradition, unethical rural development and 
vanishing biodiversity: initiatives that include the reconceptualisation of everyday food 
choices, calling consumers to not only eat ‘Slow’ but imbue food with meanings that 
express resistance to fast food, fast life, and fast culture. Such action emphasises the 
ethical and social dimension of eating habits by creating a new kind of ecologically 
aware consumer and food producer.   
 
As I have come to learn in even more profound ways, it is in relation to the personal 
experiences shared in this chapter, and the forces within them that this research can 
be understood. This research journey was motivated by my desire to transform the 
busy, mindless and often powerless self into someone more mindful, aware and 
responsive. Slow Food offers an agenda that resonates with ideologies of human and 
environmental flourishing for the long term. Drawing on this type of thinking it is clear 
that education, too, could be viewed as an alternative way of living and a unique way 
of learning and become “a global, grassroots organisation … whose members are 
linking the pleasure of good food [education] with a commitment to their community 
and the environment” (slowfood.com, n.d.) (the word substitution is mine). 
Underpinning education with the ideologies of Slow Food would challenge the 
dominant educational discourse that has been bred from the global capitalist economy 
and would offer an opportunity to establish a future-oriented vision of education that 
will foster communities of learning, supporting individuals to understand, accept and 
mindfully act on their social and ethical responsibilities.  
 
1.5 Enabling praxis: Where theory meets practice  
 
Returning to ICT-rich education, and a philosophical (ontological) basis to the research: 
What kind of being am I that walks, talks and feels this way, in a technologically-
saturated, speed-obsessed society? What impact does ICT-rich education have if I and 
it are in a mutual and complex relationship? If Slow is an ontological position, referring 
to who I am and how I am in the world, what does adopting that position mean for 
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developing ICT-rich education? What ways of being are future-oriented, and what 
value might this form of Slow education have?  
 
It is here that education and philosophy can interact and interrogate one another. 
How might Heidegger and Merleau-Ponty’s ideas around ontology shape educational 
experiences, and what would such experiences look like? How can abstract 
philosophical ideas take shape in pragmatic ways? And pursuing the opposite line of 
inquiry: How would Slow pedagogical experiences impact on understanding of being? 
How can individual educational experiences change or shape philosophy? These 
exchanges between the educational and philosophical questions can be understood as 
praxis.  
 
Praxis involves both action and reflection (Freire, 1970). It was a term first explored in 
depth by Aristotle to explain how theoretical knowledge is sought and acquired, for 
the solution of practical affairs, with a view to action. Dewey refers to praxis as the 
process of applying theory through practice to develop more informed theory and 
practice, specifically as it relates to social change (Doherty, 2008). This understanding 
of praxis, and the reciprocal dialogue between theory and praxis, will feature 
throughout this research. 
 
The reconceptualisation of technology-rich education requires that humans no longer 
exercise mastery over each other, systems and nature, but rather seek connection and 
empathy (Laura and Cotton, 1999). This view will be examined in depth throughout 
this thesis. One way of acknowledging this is to explore the relationship between 
theoretical knowledge and action through praxis. However, in the context of this 
study, praxis is more complex than juxtaposing education as practical and philosophy 
as theoretical. Hadot (1995) states that the philosophical or theoretical discourse, in 
itself or for its own sake, is not the point. The point is how we live. 
 
The philosophical way of life – is no longer a theory divided into these parts, but a 
unitary act … we no longer study logical theory – that is, the theory of speaking 
and thinking well – we simply think and speak well. We no longer engage in 
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theory about the physical world, but we contemplate the cosmos. We no longer 
theorize about moral action, but we act in a correct and just way. (Hadot, 1995, p. 
267) 
 
Hadot argues that ‘philosophical life’ is not just about theorizing, but is also about 
action; speaking and engaging in ways that are right and just, informed by theoretical 
knowledge, experiences, tradition and living, resulting in moral action. In this way, the 
practical actions involved in a reconceptualised technology-rich education, namely 
providing educational experiences underpinned by Slow, is the actioning of the theory 
behind it. The actions include understandings of what it is that is occurring in the 
experience, and recognizing the essence of Slow.  
 
Praxis in this research is built upon a foundation of experiences of Slow, and involves 
the interaction of two particular ways of thinking: educational practice, and 
philosophical inquiry. The first, the educational approach, will be explored through 
examining Fast and Slow approaches to education: as written about by others 
(Hartman & Darab, 2012; Holt, 2002; Payne & Wattchow, 2008), and as understood by 
my research participants and myself. (The research participants are educators and 
non-educators, occupying a variety of roles and with varied experience of educational 
and other work). The second, the philosophical focus, is on the concept of Slow 
ontology and being in this world. This second focus is explored through the work of 
phenomenologists, and through the research participants’ experiences of technology-
rich education. At various points these two views are pursued separately; at others 
they are explored together with regard to the relations of one to the other.  
 
1.6 The research issues  
 
This study will integrate examination of the literature, interviews and focus group 
discussion in various forms throughout the thesis. The exploratory nature of this 
research requires a broad set of issues for investigation rather than a set of 
hypotheses to be ‘tested’. In particular: 
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1) The reasons why technology-rich education is limited in its ability to make a 
significant difference in ecological and social change;  
2) Uncovering the essence of Slow;  
3) Slow as an approach to ICT-rich education to help orchestrate a recovery of self 
and the world from the ecological and social crisis 
4) The implications of Slow as an educational paradigm, for sustainability, in ICT-
rich education. 
 
The study will explore how these elements are integrated to provide a fuller 
understanding of how Slow may influence technology-rich learning and provide 
insights into sustainable practice in education. As an exploratory study, its 
contributions to practice and theory will be demonstrated by the questions it raises 
for future research and the propositions it poses for shifting the current paradigms of 
ICT-rich education.   
 
1.7 An outline of this thesis  
 
The first section (Chapters Two - Four) commences this thesis with a detailed account 
of the premises made in this section. More specifically, Chapter Two presents a 
rationale for this study through a brief overview of the current status of technology 
and educational practice in Australia and its affinity to Fast. And Chapter Three 
presents key concepts and ideas through a review of the philosophical and educational 
literature related to Slow, the Slow Movement and technology-rich education. Chapter 
Four addresses how the educational and philosophical foci might be researched, and 
how they might contribute to the elucidation of the essence of Slow. The methodology 
of the study is detailed, including my thinking behind the organisation of the thesis 
and approaches used to generate lived experiences from participants, in ways that 
illuminate Slow and Fast in technology-rich educational and non-educational settings.  
 
The second section (Chapters Five - Seven) explores the views of a number of 
education and non-educator participants concerning Slow and technology-rich 
education. Chapter Five commences the data analysis, and presents each of the 
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participants’, advocates of Slow, efforts and understanding of the place and 
experience of Slow in their lives. Chapter Six provides an overview of the relevant 
educational and philosophical literature supporting the emerging themes. Chapter 
Seven explores the views of educators concerning Slow and technology-rich education, 
what they perceive is meant by Slow ontology, and how they visualize the philosophy 
and the practice working together in future-oriented learning. Chapter Eight is divided 
into two parts: Chapters Eight A and Eight B. Chapter Eight A presents a 
phenomenological text that outlines the rationale, focus and scope of Slow in 
education, and Chapter Eight B presents the findings of the focus group discussion. 
This focus group involved a group of educators from a range of educational 
backgrounds, that ensued as a response to the reading of the phenomenological 
stimulus (Chapter Eight A).       
 
The final section (Chapter Nine) combines the education and philosophical to present 
an understanding of Slow, the implications for education and ICT-rich educative 
practice and concludes with comments on the limitations of the study, propositions 
for future research and self-reflection on my personal transformation. The conceptual 
structure of the research is presented in Figure 1. 
 
 
Figure 1. Conceptual map of the thesis 
 
 
 
 
9.
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1.8 Summary  
 
The argument drawn across this study may be summarised as follows: Slow offers an 
approach to technology-rich education which can help orchestrate a recovery of self 
and the world from the ecological and social crisis which we will inherit. The ideas 
embedded in educational policy and government initiatives will be explored in light of 
the assertions of Laura and Cotton (1999) and Orr (2002); that is, current policy and 
educational discourse is fueling Fast knowledge. Fast knowledge is an approach that is 
inimical to the kind of thinking and learning required to navigate the complexity, and 
ensure the sustainability, of an unknown future. Slow in education is in its infancy, 
with literature on Slow in education limited. Therefore, interviews with proponents of 
Slow will be conducted, prior to a review of the literature, to reveal the emerging 
themes that will help establish the basis for the review. The review that follows will 
interrogate these themes, using educational and philosophical literature, with a focus 
on the writing of Dewey and Heidegger. The following section explores ICT-rich 
educators’ understandings of Fast and Slow education in their personal and working 
situations. An examination of the educational and philosophical literature is 
interwoven with the participant experiences, with the aim of exploring the deeper 
significance of Slow education and revealing an ontology of being Slow. 
 
Following this, the phenomenological writing process will be utilised to reveal what a 
Slow ontological approach to technology-rich education may look like and might mean 
in higher education, secondary and primary school contexts. The phenomenological 
text will be used to stimulate discussion via the focus group, and results of the 
discussion combined with the literature and empirical research will uncover what Slow 
means in terms of a pedagogical approach to technology-rich education.  
 
The thesis ends with a summary of the main contributions to our understanding of this 
area, together with a discussion of the implications and limitations of the research, 
and some suggestions for further work.  
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Chapter Two 
 
There is no such thing as a free lunch. –Aldo Leopold 
 
Towards Fast 
 
2.1 Preface 
 
The first part of this story begins with a parable: lessons learnt from an initiative to 
revolutionise farming practice and food production. It tells of a time when people, 
culture and tradition were abandoned in favour of twentieth century technology-
intensive farming techniques devoid of connection to people, place and centuries of 
farming practice.  
 
Like all parables, this story reveals a truth; a truth that foregrounds the importance of 
people, culture and connectedness. The parable serves as an illustration of lessons and 
principles from which education could draw meaning, and it also creates the structure 
for the literature-based discussion which follows.  
 
2.2 A Parable – The Green Revolution  
 
The Green Revolution, a Western biotechnological initiative, was developed during the 
1940s to revolutionise the production of food and eradicate world hunger in a variety 
of nations, including India, Sri Lanka, South Africa and other African countries. 
Realisation of this initiative required complete transformation of the then prevailing 
traditional farming practices. As a result, customs and practices that dated back to the 
Neolithic Age (7,500-6,500BC) had to give way to the use of chemical fertilisers, 
pesticides, science-based agricultural technologies and new irrigation systems. The 
initial, quantitative, results saw wheat and rice production triple in each of these 
areas. As a result, small rural communities, such as those in Punjab, Haryana and Uttar 
Pradesh succeeded in ensuring that India became self-sufficient in the provision of 
food grains for its population. However, production was short-lived as the towns 
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struggled to sustain the increasing costs required to maintain the machinery, irrigation 
systems, chemicals and fertilisers. Over time, the yields declined, irreparable damage 
was caused to the environment from exposure to the chemical fertilisers; the 
pesticides and fertilisers bred pests and weeds that were gradually more pesticide 
resistant, and there was increasing polarisation between the upper and lower classes 
as super-farms replaced the once family-owned farms. During this revolution, the 
Hindu philosophy was disregarded in favour of homogenised knowledge, implemented 
rapidly and on a larger scale than had previously been experienced. 
 
The Western developers had introduced a system that ignored Ancient Hindu 
philosophy; that the earth should be embraced as a living being with which one exists 
in partnership, rather than something to be exploited.  
 
Agriculture was not developed just as a production system, but a culture … 
there is no distinction between the sacred and the profane: everything is 
sacred. Farmers paid a great deal of attention to agriculture, livestock, rain, 
harvest and the art of composting. The wisdom gained and practices adopted by 
these farmers were passed down through generations and became ingrained in 
the cultural outlook of the society ... The practices of seed selection, soil fertility 
and biodiversity are interwoven in the belief system, the rituals and dietary 
system of the communities. (United Nations, Economic and Social Commission 
for Asia and the Pacific, 2002, p. 77)  
        
The United Nations Economic and Social Commission for Asia and the Pacific 
acknowledged in the Organic Agriculture and Rural Poverty Alleviation: Potential and 
Best Practice in Asia publication, that the farmers of Ancient India evolved ecologically 
friendly farming systems that utilised practices such as “mixed farming, mixed 
cropping and crop rotation” (p. 77) and created yields commensurate with the 
quantities produced today.  
 
This true story is symbolic of many of the practices adopted in the twentieth and 
twenty-first centuries. Thackara (2006) has called this the ‘re-bound effect of 
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innovation’: an effect where the ensuing results are the direct opposite of what was 
intended. They occur because the desire to maintain high levels of economic growth 
overrides the need to spend adequate time on small-scale experimentation, so that 
people can observe what happens and reflect on how the bigger picture is changing. 
The rebound effect is eroding centuries of traditions that were once regulated by 
communities, cultures and religions - abandoned in favour of the cult of speed, driven 
by rapid technological change, the rise of the global economy and a growing focus on 
immediate ends rather than sustainable means.  
 
Twenty-first century educational reform is not exempt from practice driven by speed 
and rapid technological change, the global economy and a growing focus on ends 
rather than means. The longer-term effects of current educational policy concerning 
the use of ICT, and the strong associations made between educational ICT and speed, 
technological change and improving the national economy, will be examined in the 
following section. The central role of technology will be explored and the educational 
policy rationale that has bred the Fast knowledge discourse will be reviewed. The 
accompanying critique challenges the current vocational discourse presented in ICT-
rich educational policy documents and identifies its inherent associations with, and 
contributions to, Fast knowledge.  
 
2.3 Towards Fast 
 
2.3.1 The effect on technology-rich education 
 
Australia’s prosperity as a global competitor and its economic future has permeated 
education in the last decade, through the national vision for ICT in education, the 
Digital Education Revolution (Rudd, Swan & Conroy, 2007), Review of Australian 
Higher Education (Bradley, Noonan, Nugent & Scales, 2008) and the Melbourne 
Declaration on Educational Goals for Young Australians (Barr, Gillard, Firth, Scrymgour, 
Welford, Lomax-Smith & Constable, 2008). It is in concert with these reports and 
policies and against the backdrop of the effects of the global financial crisis, with 
heightened issues of international competitiveness, productivity and economic 
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demands, that the economic role of schools has been elevated to levels of pre-
eminence in education.  
The increased emphasis on technology, the globalised economy and the pressure on 
educators to serve the needs of what has now been deemed ‘the knowledge society’ 
have significant implications for ICT-rich educative practice. Hawkridge (1990) 
predicted these effects when he stated that the rationale informing policy visions is an 
important component that can have a direct impact on the way in which technology is 
adopted in education. Hawkridge (1990) defined three rationales on which policy is 
likely to be founded: 
 
• the vocational rationale - where learning is focused on producing 
technologically skilled employees who are able to contribute and compete in 
the future labour force;  
• the social rationale - which reflects the belief that students should gain a level 
of familiarity with technology to ensure that they are knowledgeable, global 
citizens prepared to take on an active role in society and;  
• the pedagogical rationale – which recognises technology is a tool used to 
enhance teaching and learning.  
 
It is evident that the diversity of purpose behind the policies and inclusion of ICT in 
education greatly affects the way it is implemented. These definitions are relevant and 
useful when reflecting on education policy formation in recent times.   
 
Confirming the importance of examining the role of rationale in policy formation and 
its effects, the Organisation for Economic Co-operation and Development (OECD) 
(Programme for International Student Assessment (PISA), 2001) asserts that there is 
growing convergence between the vocational, social and pedagogical rationales 
reflected in the ICT policies of today. However, the more recent Australian 
government education directives have prioritised vocational goals in creating the 
foundations upon which knowledge, skills, attitudes and values of ICT integrated 
education are based.  
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A major problem with a focus on the vocational rationale is that it has oversimplified a 
complex issue. Such a policy rationale fits into a wider narrative (Ball, 1990) in which 
educational policies present an idealised picture in order to capture support for 
change. In particular, the expected and prolific use of ICT in policy and educational 
practice is focused on the provision and adoption of new hardware, and an attempt to 
keep up with changing technological capabilities. The inclusion of ICT is largely 
unquestioned, which results in the pedagogic understanding and beliefs about 
technology characterised by determinism and caught up in a largely aspirational 
discourse of inevitability, for example, that introducing ICT will lead to curriculum 
reform (Hammond, 2014; Selwyn, 2004).  
 
Over-subscription to the vocational agenda has misled educators by putting economic 
relevance above pedagogical thinking. It has led to a concentration of resources 
directed into student to computer ratios, school broadband capabilities, and technical 
support, which could, with such a strong technological focus be renamed an 
“economic rationale” (Fluck, 2003, pg 67). The economic vision is incontestable in the 
National Partnership Agreement on the Digital Education Revolution (Department of 
Eduction, Employment and Workplace Relations (DEEWR), 2009) where state and 
federal governments collaborated to produce the following statement of intended 
outcomes for secondary students by 2012:  
 
• all secondary schools will have a 1:1 computer to student ratio for students in 
Years 9 – 12;  
• deployment of high speed broadband;  
• increased access to online content;  
• enhanced teacher capability to design and deliver programs;  
• development of online learning and access for parents to participate in their 
child’s education; and  
• interoperation of ICT systems and services.  
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These objectives neglect the pedagogical rationale and fail to emphasise that 
technology is not about the procurement of ICT based skill, but more as a tool used to 
enrich teaching and learning. Unfortunately the inclusion of technology without due 
consideration for pedagogy reflects a focus on what technology can do rather than on 
what learning should be (Watson, 2001). 
 
In Australia the rapid increase in access to technological resources required that 
students and teachers immediately use them. Adopting technological resources 
without sufficient pedagogical dialogue, critique and reflection limits the effect an 
“educational revolution” can have on learning. Each student must be equipped to 
seize learning opportunities throughout life, to broaden his or her knowledge, skills 
and attitudes and to adapt to the changing, complex and interdependent world (Stoll, 
Fink, & Earl, 2003).  
 
Impelled by the demand to increase Australia’s strength in the current global 
economy, the educational reform has focused heavily on the ‘here and now’: hastily 
equipping students with hardware and software, installing broadband connections, 
the technological up-skilling of students and teachers, focusing on raising the 
performance levels in the National Assessment Program, Record of School 
Achievement (RoSA) and Higher School Certificate (HSC), and releasing school league 
tables based on quantitative student results. These are all reflective of short-term 
measures that are unlikely to adequately prepare students for a twenty-first century 
world of uncertainty, complexity and technological innovation. In the government’s 
attempt to reposition education - underpinned by an economically driven vocational 
rationale - they have altered the conventional educational paradigm.  In the name of 
educational reform, the policy makers have confused “structure with purpose, 
measurement with accomplishment, means with ends, compliance with commitment” 
(Stoll, et al., 2003, p. 18) and to this can be added - technology with learning.  
 
However, the problem does not lie wholly with the rationale of vocationalism but 
rather with the limited scope of the Australian government’s vocational rationale. 
Alternatively, a progressive vocational rationale is one that is concerned with student 
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development rather than the acquisition of job skills alone, and that wants students to 
become autonomous, effective decision-makers and problem solvers (Hodgkinson, 
1991). Distinguishing between the two types of vocational rationales, Hodgkinson 
(1991) supports breadth and balance, and sees this as “primarily about core personal 
and social skills. Their aim is the flexible person, who can cope with a rapidly changing 
world” (p. 80). Hence, the problem lies in a narrow form of vocationalism, fuelled by a 
short-term economic focus, which has distorted the implementation and integration 
of ICT in education (Hammond, 2014). 
 
2.3.2 Fast knowledge 
 
The ubiquitous nature of technology, and the distorted understanding of the 
vocational and economic rationales, is breeding a culture of Fast knowledge. The 
Digital Education Revolution Policy Document (Rudd, et al., 2007) says “to have the 
best job and life opportunities in the future, Australian students must receive a world 
class education today … a critical component of a world class education system in 
Australia will be having computers on every desk and having access to reliable, high 
speed broadband” (p. 3). Here, value, or an internationally competitive education 
system, is based on the acquisition of hardware and a view that technology is an end 
in itself (Drenoyianni & Selwood, 1998). This type of access to technology is cultivating 
a culture that Orr (2002) characterises as Fast knowledge. 
 
Fast knowledge (Orr, 2002) rests on the following seven assumptions: 1) only that 
which can be measured is true knowledge; 2) the more knowledge we have, the 
better; 3) knowledge that lends itself to use is superior to that which is merely 
contemplative; 4) there is little distinction between information and knowledge; 5) we 
will not forget old knowledge, but if we do, the new will undoubtedly be better than 
the old; 6) whatever mistakes we make along the way can be rectified by yet more 
knowledge; and 7) we will always be able to retrieve the right bit of knowledge at the 
right time and fit it into its proper social, ecological, ethical, and economic context. 
Fast knowledge has come to represent the essence of human progress because it 
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appears effective and powerful in the reshaping of education, communities, cultures, 
lifestyles and the economy (Orr, 2002). 
 
Fast knowledge is a result of education’s short-sightedness, buoyed by “the 
acceleration of technology, the short-horizon perspectives of market-driven 
economies or the distractions of personal multi-tasking” (Brand, n.d.). Policy makers, 
bureaucrats and educators who ascribe to this rationale - consciously or otherwise - 
assume that knowledge is simply information that can be acquired via a laptop and 
accessed through a high-speed broadband connection, at any time and in any place. 
Teaching students how to use technology can take only a few moments, which implies 
Fast knowledge. Teaching students how to realise the deeper potentials of the 
technology through emphasising the importance of digital and critical literacy, 
creativity, innovation and evaluation is a task that requires time and reflection. It 
assumes a body of knowledge about society, ecology, ethics and culture that students 
may not have, but need to acquire. This type of learning does not yield the immediate 
and visible economic benefits of the technology and is often under-emphasised or 
overlooked during policy development (Orr, 2002).  
 
The interwoven relationship between the economy and education is not new (Wyn, 
2009). However, these Australian policy statements provide insight into the official 
views about the types of teaching and learning advocated for Australia’s young 
people in the twenty-first century. Underpinning these directions is the philosophy 
that educational institutions cannot remain as simply venues for the transmission of a 
prescribed set of information from teacher to students over a fixed period of time. 
Rather, education must promote and foster the acquisition of knowledge and skills 
that make possible continuous learning over the lifetime. Schools (as we know them 
now) are inventions of the industrial age – they echo the power relations and 
economic imperatives of the nineteenth century. However, whilst there are some 
traditions within education that place the whole learner at the centre, Slow is an 
alternate way to nurture the characteristics required by teachers and students in an 
educational system that reflects an epistemology of care, empathy and participation. 
Slow can provide us with a way of articulating those needs and values, instigating 
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deep systemic change, that avoids the harsh, rigid industrial models (nineteenth 
century to 1950s) and the Neo-liberal, global capitalist, fast models of the 1980s and 
after.   
Reconceptualising education in this way need not sacrifice student wellbeing for the 
sake of what Berry (1977) identifies as that ‘ever receding horizon’ of progress and 
efficiency. It will counteract humanity’s current trajectory, “foot on the accelerator, in 
pursuit of bigger and faster – and ultimate disaster?” (Pearce, 2006, p. xix). We must 
do as Hillis (1993) implores and extend our thinking and responsibility beyond the 
immediacy of time to a lengthier present where “we treat the last ten thousand years 
as if it were last week, and the next ten thousand as if it were next week”, the long 
now, (Brand, 1999), and allow instead the cultural prerogatives of people, families and 
communities to shape the economic and socio-political future of education.  
 
2.4 Summary 
 
While technology is held in high regard by government and economic stakeholders, 
ICT-rich education continues to be driven by strong vocational and economic visions in 
order to serve Australia’s knowledge society. The approaches developed and 
implemented in Australia have focused largely on the deployment of technological 
hardware and software, which is associated with the paradigm of Fast knowledge. The 
effect is one where education has become: a culture fuelled by efficiency and 
acceleration, focused on individual and collective performance on specified content, 
struggling with an over-crowded curriculum, and where students are left little time to 
think and reflect.  The default policy discourse of education reflects little consideration 
for the long term and for equipping students with the capacity to address the 
unpredictable and changing nature of adulthood in an increasingly complex world.  
 
Commitment to the long now and educational reform means shifting our focus to a 
slower setting. The following chapter, Towards Slow, sketches a vision for education 
where students are encouraged to engage deeply in experiences that have meaning to 
them and their friends, families and communities, and where learning processes, 
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including the meaningful integration of technology, are nurtured in environments that 
offer ample time for them to flourish.  
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Chapter Three 
 
There is more to life than increasing its speed. –Gandhi 
 
Towards Slow 
 
3.1 Introduction 
 
The argument thus far has suggested that the technological discourse in education is 
driven by a strong vocational and economic agenda. In order to ensure the nation 
competes on a global scale, technology-rich educational practice and policy is 
characterised by Fast knowledge. Paradoxically, Fast knowledge (as discussed 
previously), aligns with education that is very focused on initiatives and educative 
practices that are locked into the here and now, with limited consideration for the 
long term. This chapter will begin to address the philosophical side of the research, 
and present Slow as an alternative to the current educational discourse, to reflect an 
ecological and socially sustainable educational paradigm.  
 
3.2 The question of technology 
 
The philosophical challenge posed in the introduction envisaged an ontology, or a way 
of being, which places us in the world, rather than separating us from it. In this 
chapter some philosophical bases of modernity, technology, Slow and education, will 
be reviewed with the aim of rethinking and regenerating the authentic relationship 
between humanity and the environment with technology. Heidegger’s (1977) account 
of the essence of modernity and technology, and his in-depth analysis of the 
ontological crisis we are in, is acknowledged as the most influential work in the 
development of a philosophy of technology (Heim, 1994; Ihde, 1993; Mitcham, 1994; 
Pitt, 1995), and thus will be explored further in this section.  
 
Chapter One introduced the work of Laura and Cotton (1999) who argued that the 
form of knowledge taught in schools could only be obtained if the student detaches 
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themselves from the objects of the investigation. The implication, on a larger scale, is 
that the destruction of habitats, species and ecosystems occurs through our 
realisation of ourselves as entirely distinct from nature; “the very act of knowing 
separates us all from nature and the things we come to know in nature” (Laura & 
Cotton, 1999, p. 1). Heidegger concurs with this ontological position stating that 
technology objectifies everything, including humanity, as a potential resource.  
 
Heidegger’s (1977) essay The Question Concerning Technology offers an alternate way 
of thinking about technology through developing an inquiry that uncovers 
technology’s essence and an understanding of our own being and our own essence:  
 
We shall be questioning concerning technology, and in so doing we should like to 
prepare a free relationship to it. The relationship will be free if it opens our 
human existence to the essence of technology. When we can respond to this 
essence we shall be able to experience the technological within its own bounds. 
(p. 287) 
 
In order to uncover the essence of technology, and move towards an alternative 
ontology, Heidegger (1977) states it must be freed from the multiple layers of 
inadequate interpretation, namely positioning technology from an instrumental 
perspective. In opposition to Heidegger’s view, Feenberg (1991) suggests that 
instrumental theory positions technologies only as tools for human purposes, that are 
neutral in value, and considered only in light of how technologies are used, with the 
only problem being the use to which they are put. Instrumental characterisations of 
technology are dominant ideals in contemporary times (Feenberg, 1991; Ihde, 1979). 
The essence of instrumental technology use is to seek more and more efficiency for 
economic gain and global competition. However, technology viewed in this way blocks 
the very conditions that enable humans to come into a different relation with 
technology; a relation that does not objectify technology but instead embraces its 
essence. The dominant view of our relationship with technology is explained further in 
Heidegger’s (1954/1993) words: 
 
30  
Everything depends on our manipulating technology in the proper manner as a 
means. We will, as we say, ‘get’ technology ‘intelligently in hand’. We will master 
it. The will to mastery becomes all the more urgent the more technology 
threatens to slip from human control. (p. 313)  
 
Reliance on the human mastery of technology, when technology is viewed as an 
instrument, extends to and intensifies pursuit of mastery over that which technology 
can invest and control. As a result, we come to see nature as merely a resource, and 
subsequently, people as human resources. By viewing the world as a resource we 
work against the natural rhythms of the harvest, fluctuating tides, and slow cycles of 
forest regeneration, all of which have been transformed by technological means. We 
challenge natural tempo and demand the storage and distribution of nature. 
Technology has allowed for the commodification of materials and energy as described 
by Heidegger (1954/1993) in his reference to the Rhine River: 
 
The hydroelectric plant is set into the current of the Rhine … In the context of the 
interlocking processes pertaining to the orderly disposition of electrical energy, 
even the Rhine itself appears as something at our command. The hydroelectric 
plant is not built into the Rhine River as was the old wooden bridge that joined 
bank with bank for hundreds of years. Rather, the river is dammed up into the 
power plant. What the river is now, namely, a water power supplier, derives from 
the essence of the power station … But, it will be replied, the Rhine is still a river 
in the landscape, is it not? Perhaps. But how? In no other way than as an object 
on call for inspection by a tour group ordered there by the vacation industry. 
(p.321) 
 
Heidegger questions the positioning of technology, with us at the helm as controller, 
producing effects and attaining outcomes. In the previous quote, the Rhine as 
revealed through modern technology is situated only as an energy source at human 
disposal, or on call as a scenic spot at the service of the tourism industry. This is what 
Heidegger refers to as standing reserve, bestand, not an object that is static or 
inflexible, but rather mobilised and ready to stand under command (Riis, 2011), and as 
mere resources available solely for the purpose of regulation, measurement and 
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control. Heidegger (1954/1993) calls this way of disclosing the world as Gestell, or 
enframing. Enframing is defined as the challenging forth or revealing of everything as 
standing-reserve. Heidegger (1954/1993) states this is a way of revealing that “holds 
sway in the essence of modern technology and that is itself nothing technological” (p. 
325).  
 
Heidegger believed that the reduction of nature to a standing reserve alienates us not 
only from the elements of our environment, but also, in a fundamental existential 
sense, from our very being. Our alienation of subject from object, individual from 
community, and family from its local ecology, clouds our understanding of what it is to 
be human. This, Heidegger claims, has little to do with the technological. Rather it 
manifests itself in modes of thinking, language and action that are oriented toward 
enframing. He states: 
 
The threat to man does not come in the first instance from the potentially lethal 
machines and apparatus of technology … The rule of Enframing threatens man 
with the possibility that it could be denied to him to enter into a more original 
revealing and hence to experience the call of a more primal truth. (Heidegger, 
1954/1993, p. 333) 
 
The essence of technology, Heidegger states, is actually not technological. Seeking the 
“truth” through revealing provides a path into unveiling the essence of technology, 
currently obscured by an instrumental definition of technology. Heidegger 
(1954/1993) explains “whenever ends are pursued and means employed, whenever 
instrumentality reigns, there reigns causality” (p. 289). For Heidegger, revealing 
causality – the implicit connection or relationship between means and end - along 
with corresponding conceptions of technology, is necessary to move towards 
uncovering technology’s essence. To illustrate the broader significance of causality 
Heidegger utilises the doctrine of the four causes that he traced back to Aristotle: (1) 
causa materialis, the matter out of which things are made; (2) causa formalis, the 
form into which the matter is shaped; (3) causa finalis, the end that determines its 
form and matter; and (4) causa efficiens, which brings about the effect that is finished. 
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If we understand the essence of causality as occasioning, a bringing-forth into arrival 
by way of the four causes, then we grasp causality as responsibility, in the way 
Aristotle intended (Heidegger, 1954/1993).  
 
Heidegger punctuates the revealing movements of the four causes through the 
distinction between ancient craft and modern technology. Heidegger (1954/1993) 
utilises the example of an ancient craft technology - the silver chalice - to explain 
aforementioned ways of being responsible and indebted, ways that are less about just 
human control. He explains that it is religion that adds sacred value through turning 
the cup into the chalice, and table into an altar. “Efficiency does not value cultural 
signification that gives meaning to ancient technology. Instead, modern tools destruct 
ancient craft because they limit Aristotle’s first three causes that are essential to it” 
(Fitzsimons as cited in Peters, 2002, p. 171). The problem, Fitzsimons (2002) reminds 
us, is that to simply focus on causa efficiens limits our understanding of technology 
because it precludes human agency, where the means is also a cause.  
 
The key point here, and of significance to the educational policy discourse illuminated 
in the previous chapter, is that the technologisation of education is limited to causa 
efficiens when its goal is to ensure all students are adequately prepared in order to 
join and contribute to society as productive employees. Treating ICT-rich education 
primarily as a technology for national economic development dehumanises students 
reducing them to statistics to be aggregated; it positions teachers as technicians 
whose role it is to ensure students perform adequately, and government as suppliers 
of capital. A focus on causa efficiens reduces all parts to measurable phenomena, to 
materials, assets or reserves that are merely waiting for human consumption. This for 
Heidegger (1954/1993) is the real problem, our determination to use things, education 
and ourselves, as exploitable objects. The way to address this problem, Heidegger 
(1954/1993) argues, is not through developing better technology, but rather through 
uncovering the essence of our technological way of being. The essence of ancient 
technology is revealed when we probe the deeper significance of technology, in 
conjunction with the four modes of occasioning, through an etymological 
understanding of the Greek word techne, from which technology derives: 
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The word techne denotes a mode of knowing. To know means to have seen, in 
the widest sense of seeing, which means to apprehend what is present as such. 
For Greek thought, the essence of knowing consists in aletheia, that is, in the 
revealing of beings. Techne, as knowledge, experienced in the Greek manner, is a 
bringing-forth of beings in that it brings forth what is present as such out of 
concealedness and specifically into the unconcealedness of their appearance; 
techne never signifies the action of making.  (Heidegger, 1971/2001, p. 59) 
 
Techne is a mode of knowing governed by aletheia, and for Heidegger, to stand in the 
truth, does not signify making, but involves a relationship to both concealedness and 
unconcealment. For example, a cup or glass is a three-dimensional object, reduced by 
language to a certain weight, size and shape. This is not a cup of lived experience. For 
the cup can hold water that quenches one’s thirst, or the glass used to hold wine 
shared at the family meal. The cup becomes more than the physical description 
offered above. Such knowing provides an opening up - a revealing (Heidegger, 
1954/1993) through the notion of poetry or poiesis. In this way, thinking about 
bringing-forth, as occasioning or poiesis, aids nature to reveal the essence of 
technology. This is a form of care, a way of revealing potential shapes, forms and 
functions to what cannot be directly named or represented. This is a very different 
kind of techne to the concept of modern technology that challenges and demands 
from nature, storing the output as standing reserve.  
 
Utilising a contemporary example, the way we organise our daily life, in all its 
technological aspects, also resembles techne. The computer, its hardware, software 
and technical possibilities, becomes a crucial tool in the arrangement of our personal 
and professional lives, in our encounters with others and nature. The computer at our 
disposal facilitates the challenging-forth of reality as almost everything becomes 
accessible via search engines and databases. The process of data input and 
information output is simplified and results displayed with ease. The computer is 
equipped with a myriad of programs to deliver data we require almost instantaneously 
in order for us to read, compare, calculate, sort, replace or delete. Electronic 
correspondence is stored for an indefinite period of time, just to be retrieved someday 
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and to be discussed sometime. Materials, form, matter and many people are gathered 
together to reveal the output, namely, search results, documents and/or emails. This 
is output that brings technology forth and objectifies them as tools – a means to an 
end.  
 
This modern way of knowing, thinking and revealing, rather than any technology, 
technique or artefact is what Heidegger deemed the essence of modern technology. 
This is an essence that Heidegger asserts belongs uniquely to our era. This essence is 
built upon a framework that alienates us from elements of our environment, as acts of 
domination, manipulation, power and control of nature through technological modes 
of challenging forth – enframing, separate us from objects and the natural world. 
Heidegger (1954/1993) predicted the effects of the Green Revolution; the impact of 
modern technology on traditional agricultural and farming practices. Modern 
technology no longer allowed the seed to be put “in the keeping of the forces of 
growth” (Heidegger, 1954/1993, p. 15), as did farmers from earlier times; instead 
agriculture has become the mechanised food industry. Such revealing is the essence of 
modern technology, which leads to a particular kind of unconcealment. Heidegger 
asserts “everywhere everything is ordered to stand by, to be immediately on hand, 
indeed to stand there just so that it may be on call for a further ordering. Whatever is 
ordered about in this way has its own standing” (Heidegger, 1954/1993, p. 17).  
 
Humans are captured by this technological understanding of being, by which they are 
challenged and ordered to exploit nature, so much so that they belong even more 
originally than nature within the standing-reserve (Heidegger, 1954/1993). The 
previous chapter demonstrated this very point, that it is the dominant economic 
discourse, driven by globalisation and capitalism, which places us within the order, as 
standing-reserve. Therefore, we are not in control, we are responding to Heidegger’s 
(1954/1993) claim:  
 
Thus when man, investigating, observing, ensnares nature as an area of his own 
conceiving, he has already been claimed by a way of revealing that challenges him 
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to approach nature as an object of research, until even the object disappears into 
the objectlessness of standing-reserve. (p. 19)     
 
Therefore, rather than the control that we keep assuming we can wield, Heidegger 
argues that we need to reconceptualise our own relative powerlessness as mere 
participants in an unfolding of forces that are far larger than we are. He calls us to 
recognise that technology is not merely an instrumental means to an end for human 
enterprises, but instead to question further the nature of technology. To think about 
technology in its ontological sense, as more than just technology and activities, but a 
mode of truth, within which one may undertake alternate modes of thinking that are 
reflective rather than calculative in nature. This is what Heidegger means when he 
calls for humanity to dwell in their essence, a call shared by many (Dreyfus, 1991; 
Laura & Cotton, 1999; Orr, 1992). It is through such modes of thinking that Heidegger 
(1966) asserts we can experience “openness to the mystery” and “releasement 
towards things” (p. 55), that will release us from our imprisonment - as one who 
orders, to one who thinks - and deny technological devices the right to dominate us 
and lay waste our nature (Heidegger, 1966). 
 
To dwell poetically in the essence of modernity and technology we need to 
reconceptualise an alternate ontology, as well as a different approach to thinking. 
Laura and Cotton (1999) and Capra (1995) concur with Heidegger when they argue 
that the best approach to our ecological and social problems is not by concentrating 
on producing more technological or political solutions. These are necessary, but do not 
reach the source of the problem. This is about the ethics of the interrelationship 
between humanity and nature. Capra (1995) supports Heidegger’s call when he 
identifies the need to focus on changing our way of being in the world at a 
fundamental level: 
 
It is becoming increasingly apparent that the major problems of our time cannot 
be understood in isolation. The threat of nuclear war, the devastation of our 
natural environment, the persistence of poverty along with progress even in the 
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richest countries – these are not isolated problems. They are different facets of 
one single crisis, which is essentially a crisis of perception. (Capra, 1995, p. 19)  
 
This change in perception requires a transformation of: epistemology, how we know 
things; ontology, the nature of being; and ethics, what is right or moral. Heidegger and 
Capra, do not reject practical solutions, but argue that they must occur within a 
broader paradigm shift.  
 
This extension of our thinking and responsibility to a view of the long now, or one that 
resembles Heidegger’s poetic dwelling upon the earth, is reflected in a movement 
centred on the fair production and distribution of food. The Slow Food Movement is 
based on people, culture, care and sustainability and is built upon a framework that 
extends beyond goals of capital, profit and logic. It is the intention of the ensuing 
section to elucidate, from a range of literature, the Slow Movement’s origins, values, 
beliefs and underpinning philosophies, to demonstrate a more harmonious 
relationship that can exist between humanity, the environment and technology.  
 
3.3 The Slow philosophy 
 
3.3.1 The Slow Food Movement 
 
The exploration of Slow philosophy is best approached through Slow Food, which was 
the Slow Movement’s founding organisation. Slow Food was a revolution conceived in 
Italy in 1986 when McDonald’s opened its second franchise, amongst the historic and 
classical architecture of the Piazza di Spagna, in Rome. Carlo Petrini, a local journalist 
at the time, led a small protest against the opening of the fast food restaurant. The 
revolt was held in the name of traditional foods that were increasingly at risk of 
disappearing forever as a speed-hungry world turned increasingly to fast food. Petrini 
saw the franchise as a representation of everything commercial and industrial; where 
ingredients were sourced internationally with the financial gains a priority over taste, 
where food preparation was centred on standardised procedures regardless of 
location and tradition and where food did not reflect the culture, local climate or 
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conditions. The result was a menu filled with ageless and cultureless food (Ariès, as 
cited in Petrini & Padovani, 2006), each hamburger a clone of the other, completely 
disconnected from the city in which it was purchased and consumed.  
 
To counter this trend, Petrini established an international gastro-economic movement 
known as Slow Food, to protect traditional culture, the environment and biodiversity 
by encouraging regional food production. A portion of the Slow Food manifesto, 
signed by 15 delegates from different parts of the world, is included below: 
 
We are enslaved by speed. 
May suitable doses of guaranteed sensual pleasure and slow, long-lasting 
enjoyment preserve us from the contagion of the multitude who mistake frenzy 
for efficiency. 
In the name of productivity, Fast Life has changed our way of being and threatens 
our environment and landscapes... 
Our defense should begin at the table with Slow Food...  
Slow Food guarantees a better future. (Portinari, 1989, n. p)  
    
The Slow Food manifesto describes Slowness as more than just an antidote for twenty-
first century living based on speed and convenience. It seeks to save “the cultural 
inheritance of humanity” (Auerbach, 1998, p. 27). The manifesto (Portinari, 1989) 
documents the growth of the movement from promoting the universal right to 
pleasure to one that today advocates preserving the variety of different kinds of food, 
challenging legislation on behalf of farmers and producing good quality, affordable 
ingredients available to all. As Petrini, Furlan and Hunt (2005) explain:  
 
Good, clean and fair are the cornerstones of this knowledge, ideas which require 
a great cognitive effort, the sharing of a large mass of information, and which 
demand that the gastronome change his approach to food – first and foremost 
that he restore centrality to food equipping himself with all the tools necessary to 
proclaim that all human beings have a right to their own food, to their own 
choices, in harmony with their culture and with the natural environment in which 
they live. (p. 149) 
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 Petrini defines this experience of Slowness as one that awakens our senses through a 
strong philosophical position motivated by the desire to experience life more fully, to 
enjoy the company of like-minded people through which one can pursue one’s natural 
curiosity. Second, it values tradition and character, because eating well means 
respecting culinary knowledge and honouring the complexity of the gastronomic 
practices undertaken. And third, Slow Food is about making moral choices, where 
taste holds the central position supported by our direct relationship with food 
growers, our direct link to the natural environment in which we live.  Anti-fast food 
values, or slow food values, make people aware of the real cost of food, demand that 
real food should be available to everyone regardless of socio-economic background, 
that there is much pleasure to be gained from cooking and eating, that the production 
and consumption of food is an interconnected process and most importantly that 
these things take time and each moment should be savoured and enjoyed. Waters 
(2005) describes the importance of possessing such values as the ability to transform 
our lives and also the world in which we live.  
 
3.3.2 From Slow Food to Slowness 
 
The Slow Food approach to time and speed has helped to reprioritise information, 
experiences and the underlying philosophies, not only within food production, but 
beyond it. The concept of Slow has spread to other areas of life, evidenced by the 
growth of a number of organisations such as The World Institute of Slowness (2011) 
and the Cittaslow (2011) initiative, which seeks to improve the quality of city life. Slow 
travel is also growing in popularity with more people choosing to travel off the beaten 
track, and become “part of local life and to connect to a place and its people” 
(Footprint choices, 2015, n.p.); a real connection to culture away from the popular 
tourist haunts. Vegetable gardens are on the rise; whether they are grown in the 
home garden, inner city allotments or schools, people are increasingly choosing to 
cultivate and utilise their personally grown fruits and vegetables. The philosophies of 
Slow have also infiltrated industrial and architectural design, with Slow and closely 
associated ecological designs being developed with community prosperity in mind. 
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Such spaces are being built for people first and profit second - they are open spaces 
designed to foster deep thinking, imagination and creativity. Fuad-Luke (2004) 
describes the principle that drives Slow design as one in which “the metabolism of 
humans, economy and resources is slowed, where the design focus is repositioned 
onto individuals, with emphasis placed on socio-cultural and environmental wellbeing, 
and where designs are developed with a long view in mind, the continuous present” 
(n.p). 
 
From the increasing prevalence of Slow in many facets of life we have witnessed the 
emergence of a Slow theory which Andrews (2008) states “amounts to a critical, 
theoretical engagement with globalisation” (p. 177). It is a theoretical perspective that 
is a call to counter the fast of modernity.  
 
3.4 Slow philosophy in education   
 
The literature on Slow in education is embryonic, as most debate has occurred only in 
the last 10 years. There have been a few advocates for Slow in education, for example: 
Holt (2002), who called for the commencement of the Slow school movement; Payne 
and Wattchow (2008) who applied a Slow pedagogy of place to an outdoor education 
program, and Hartman and Darab (2012), who explored the place of Slow Scholarship 
in higher education. Each of these will be explored further in the following section.  
 
3.4.1 Holt’s Slow school movement  
 
The vision of the Slow school (Holt, 2002), is based on Schwab’s (1978) practical 
approach to curriculum. Holt argues that education could benefit from aspects of the 
Slow Food Movement that promote discovery and connoisseurship, and provide scope 
for invention and responsiveness to cultural change. The movement is one where 
people are encouraged to converse, argue, and legislate in ways that take into account 
particular issues. This is informed by Schwab’s (1978) three elements of the practical: 
1) philosophical grounding, 2) tradition and character, and 3) moral choice. It is a 
vision that Holt identifies as not void of technology, but its place, he warns, must be 
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without “attributing the numinous educative powers that figure in the rhetoric of 
many politicians” (p. 10). Holt’s idea of the practical is deeply implicated with 
considerations of a social, cultural and political nature that confront problems of 
moral choice, in order to equip students with the “capacity to address the 
unpredictable problems of adulthood and to establish themselves in a world of 
growing complexity” (p. 6). Holt’s understanding of the practical goes against the 
rhetoric that currently dominates education today: a view that sees the practical 
disassociated from theory, and reduced largely to the deployment of knowledge and 
skills (Holt, 2002; Reid, 1999; Schwab, 1978).  
 
3.4.2 Payne’s and Wattchow’s Slow pedagogy of place 
 
Payne and Wattchow (2008) concur with Holt’s (2002) definition of the practical, as 
they sought to provide an alternative to the skilled activities that often plague outdoor 
and environmental education programs. The result was an experiential learning 
program that urges students to “dwell in spaces for more than a fleeting moment” (p. 
16) and, therefore, encourages them to attach and receive meaning from those 
spaces. The learning program draws upon aspects of the principles and practices of 
the Slow Movement in order to provide students with a learning experience that 
“encourages meaning-makers to experientially and reflectively access and address 
their corporeality, intercorporeality, sensations, and perceptions of time, space, and, 
… place” (p. 30). This kind of critical praxis expands the depth and value of the outdoor 
educational discourse, and challenges the notion of Fast knowledge that leaves little 
time to think, reflect and act.   
 
3.4.3 Hartman’s and Darab’s Slow Scholarship  
 
Higher Education too, is caught up in the Fast and the globalising. The concept of using 
a slow framework as a lens through which to explore the processes of research, in 
current university contexts of work intensification and increased accountability 
reporting, has been suggested by Hartman and Darab (2012). The philosophy of the 
Slow Movement is utilised to counteract the erosion of scholarly endeavour, “where 
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paucity of time to engage in scholarship and to be sufficiently productive to appease 
corporate culture can be claimed as incompetent time management by the individual” 
(p. 53). In using Slow Scholarship as a framework, Hartman and Darab argue that time 
is essential for the kinds of deep cognitive processes that innovation and creative 
thinking require, and explain that one must “seek the freedom and time to engage in 
thinking, to immerse oneself in experiential encounters, to synthesise information and 
reflect upon it – this is how new ways of knowing are formed” (p. 59).  
 
In addition to the warnings of the ill effects of Fast knowledge and speedy education 
provided by Holt (2002), Payne and Wattchow (2008) and Hartman and Darab (2012) 
Carr (2010) also argued that the Internet, with its instant, constant and often 
distracting information has changed the way we think. Carr (2010) lamented the loss 
of his calm, focused and undistracted mind, seemingly replaced by a new kind of mind, 
one that hungers for short, disjointed, overlapping bursts of information. Prior to 
Carr’s concerns Harry Lewis (2001), Dean of Harvard College, expressed worry for 
students engaged in accelerated scholarship. His seven-page letter entitled Slow Down 
offers suggestions about how to get the most out of university life:  
 
The most important thing you need to master is the capacity to make choices that 
are appropriate to you, recognizing that flexibility in your schedule, unstructured 
time in your day, and evenings spent with your friends rather than your books are 
all, in a larger sense, essential for your education … you are more likely to sustain 
the intense effort needed to accomplish first-rate work in one area if you allow 
yourself some leisure time, some recreation, some time for solitude, rather than 
packing your schedule with so many activities that you have no time to think 
about why you are doing what you are doing.  
 
It’s a mistake to think that there is an optimal course of study leading to a 
particular postgraduate career … you gain more from being intellectually engaged 
with a subject you love than you could acquire in professional training.  
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Empty time is not a vacuum to be filled: it is the thing that enables the other 
things on your mind to be creatively rearranged, like the empty square in the 4 X 
4 puzzle which makes it possible to move the other 15 pieces around.  
 
What matters is that you come to understand what you want; the challenge is to 
give yourself breathing room to discover your own loves and how to pursue 
them, your own ambitions and how to achieve them.  
 
Viewed from the distance of their 25th reunions, most Harvard graduates 
remember their friends, a few teachers … better than that they remember what 
they learned in most of their courses. Enjoy your experience here, and the many 
people who are here along with you, and your Harvard education will sustain your 
life. (Lewis, 2001, n.p.) 
 
Lewis makes the suggestion that in order to foster and sustain a lifelong love of 
learning, students will need to develop flexible schedules that include unstructured 
time for leisure and time spent with friends. His letter illustrates the argument that 
education should not be driven by vocational aspirations, but pursued through 
intellectual engagement in subjects of interest: engagement and rigour that only the 
provision of freedom and time can allow. Thus, characteristic of Slow, as presented by 
Lewis (2001) and those that followed - Holt (2002), Payne and Wattchow (2008), 
Hartman and Darab (2012) - is the freedom to take time to pursue personal academic 
interests, by engaging with ideas through deep thought, reflection, and experiential 
learning, ultimately resulting in “creativity, critical thinking, resilience, motivation, 
persistence, humour, reliability, enthusiasm, civic-mindedness, self-awareness, self-
discipline, empathy, leadership and compassion, attributes crucial to the cultivation of 
the virtues and the formation of moral agents, and that standardised tests cannot 
measure” (Holt, 2002, p 6). It is these characteristics that will direct the way toward an 
educational alternative built upon an ethic of care and participation that the recovery 
of self and the world requires.    
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3.5 Towards a Slow ontology  
 
It is evident that there are strong parallels between Slow and the thoughts of 
Heidegger (1954/1993, 1977). Heidegger’s assertion that the technological enframing 
of our world, one built upon control, manipulation and setting-in order of nature, is 
damaging our world and our way of being, is reiterated by Slow. The following extract 
from the Slow Food manifesto acknowledges the impact enframing has on our way of 
being and the natural environment: “Fast life has changed our way of being and 
threatens our environment and landscapes …” (Portinari, 1989, n.p.).  
 
Both Heidegger and the Slow Movement offer a description of the world that 
challenges the dominant Cartesian dualism of independent subject and objects, 
replacing it within a network of cultural significance and social practice that allows 
objects to be what they are within a variety of contexts. Heidegger implores us to “set 
something free into its own presencing” (Heidegger, 1971, p. 150), freeing humans to 
be humans and the land to be land. We free the land to be land when we “nurse and 
nurture the things that grow, and … construct things that do not grow” (Heidegger, 
1971, p. 149). Presencing personifies the land, but at the same time lets the land be 
itself, grounding its presence. Both Heidegger and the Slow Movement emphasise the 
element of faith and trust between farmer and earth, contrasting strongly with the 
element of control and submission exercised by contemporary mechanised 
agriculture. Such thoughts form the foundation of Slow: preserving and conserving the 
land; keeping faith and trust between farmer and the earth. Heidegger’s proposal to 
spare and conserve the land is consonant with the values of Slow, as a proponent for 
Slow identifies: “respect for the integrity of the land and the local producer, 
sustainable use of resources, diversity of agricultural produce and diverse ways of 
life,” (Pietrykowski, 2004, p. 315). The utilisation of land in this way demands respect, 
does not call to order subject and object, and represents a short-term sacrifice for the 
prospect of long-term returns. Moreover, it marks a shift in human temporal 
orientation, opening it to a future-oriented world in which humans embrace the 
openness and sense of release towards the mysteries of nature.  
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Neither Slow, nor Heidegger, reject technology. Rather, both explore the mutual 
damage that a technological ontology, the enframing of everything in the 
contemporary world that reveals itself as the essence of technology, presents to 
humans and the world. This way of thinking about the impact of technology on 
humans is supported by Petrini and Padovani (2006) in the following Slow Food 
excerpt:    
 
The culture of our times rests on a false interpretation of industrial civilization: in 
the name of dynamism and acceleration, man invents machines to find relief from 
work but at the same time adopts the machine as a model of how to live his life. 
This leads to self-destruction; Homo sapiens is now so consumed by the cycle of 
production, consumption, and overconsumption that he has been reduced to the 
status of an endangered species … the fast life has been systematically proposed 
for or actually imposed on every kind of form and every attitude, as if in a risky 
attempt to culturally and genetically remodel the human animal. (p. 71) 
 
The Slow Movement, and Heidegger, conclude that it is not the technological devices 
that possess weight and importance in our engagement with humanity and the world, 
but rather we need to undertake alternate modes of thinking and being in the world. 
This separation between subject and object, humans and the natural world brings us 
to the ontological nature of the problem:  
 
The danger, then, is not the destruction of nature or culture but certain totalizing 
kinds of practices – a leveling of our understanding of being. The threat is not a 
problem for which we must find a solution, but an ontological condition that 
requires a transformation of our understanding of being. (Dreyfus, 1993, p. 305) 
 
It is evident that the ecological and social crisis is first and foremost a human problem: 
we are the crisis (Heidegger, 1927/1962; Dreyfus, 1993; Laura & Cotton, 1999). 
Therefore, we need to realise our embeddedness in the world, grounded in our 
everyday experience, acknowledging the difference and uniqueness of our lives rather 
than aiming for one undifferentiated whole. We need to think more deeply about our 
willingness to re-order the world of nature through technology to find better ways of 
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preserving nature rather than transforming nature into a commodity to be bought and 
sold. Such an educational framework, Laura and Cotton (1999) attest, will generate 
empathy and understanding rather than power and control, which in turn will make 
people whole through living in harmony with nature and each other.    
 
In this chapter, Heidegger’s thoughts have been presented as another way of 
understanding our being in the world. Despite the contributions of Heidegger and 
Merleau-Ponty, and the explorations of Slow in education described by Holt (2002), 
Payne and Wattchow (2008), and Hartman and Darab (2012) there has been no 
formalisation of a new educational ontology – one that leads students to better 
appreciate the relationship between humans, and between humans and nature - to 
lead them to act on their moral responsibility to nurture and care for the whole realm 
of living things which make up the world. This brings us closer to the purpose of this 
chapter: the need for a new ontology. However, this new ontology needs to also 
consider issues of sustainability.  As mentioned previously, the work of Merleau-Ponty 
(1962/2002, 1968) features prominently in the development of ideas within the 
movement towards sustainability. Through the work of Heidegger and Merleau-Ponty 
we can begin to develop a Slow ontology, and explore the potential that the Slow 
Movement holds in revealing our being in the world in a way which is embodied and 
whole and that considers how we might develop and sustain education, and humanity, 
for the long now.  
 
3.6 A Slow phenomenological methodology 
 
Within this line of research, the philosophical method becomes as important as the 
content of inquiry. Heidegger and Merleau-Ponty both share a common philosophical 
methodology: phenomenology. Phenomenology originated in the works of Husserl 
(1940, 1964), and is focused on examining experience as it is lived in everyday 
contexts. For this thesis, the focus of the lived experience of Slow, begins to uncover 
the essence of Slow (research issue two) and Slow as an approach to ICT-rich education 
to help orchestrate a recovery of self and the world from the ecological and social crisis 
(research issue three).   
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3.6.1 Heidegger and Merleau-Ponty’s ontology: Overcoming the subject/object 
dualism 
 
Heidegger and Merleau-Ponty founded their philosophical works on the critique of 
Descartes’ dualistic ontology (Cooper, 2005; Langer, 1989; Priest, 1998). This dualistic 
ontology manifests itself in a number of ways, but central to this thesis is the 
separation between human and nature; a separation inimical to the long-term future 
of education and humanity. Merleau-Ponty (1962/2002) also explicitly rejected the 
Cartesian dualist view, stating that it is embodiment that opens us to reality - our 
perception in the formation of awareness and experience. In Phenomenology of 
Perception (Merleau-Ponty, 1962/2002), he sought to refute both idealism and 
empiricism: empiricism because it ignores the subjective, and idealism because things 
are only understood intellectually, if the world is reduced to ideas:  
 
Empiricism cannot see that we need to know what we are looking for, otherwise 
we would not be looking for it, and intellectualism [idealism] fails to see that we 
need to be ignorant of what we are looking for, or equally again we should not be 
searching. (p. 28) 
 
Merleau-Ponty (1945/1995) rejects both approaches to understanding our being in 
the world for an embodied understanding of self and world (Priest, 1998), when he 
states that: 
 
The first philosophical act would appear to be to return to the world of actual 
experience which is prior to the objective world, since it is in it that we shall be 
able to grasp the theoretical basis no less than the limits of that objective world, 
restore to things their concrete physiognomy, to organisms their individual ways 
of dealing with the world, and to subjectivity its inheritance in history. Our task 
will be, moreover, to rediscover phenomena, the layer of living experience 
through which other people and things are first given to us, the system ‘Self-
others-world’ as it comes into being. (p. 66)  
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Returning to experience thus restores the balance between subjective and objective, 
and enables Merleau-Ponty to move beyond Cartesian dualism. Because the world for 
Merleau-Ponty is not an object that the subject can possess, but a natural setting that 
constantly interacts with beings.  
 
For Merleau-Ponty it is the philosophy of reflection which gives rise to our division of 
the world into subjects and objects. The reflective distance from our everyday being in 
the world, the re-examination of our experience in a rational, logical way after the 
event, allows us to think dualistically. This poses a problem for philosophy: how do we 
think at the same time as we experience? If, when we embody Slow, we attempt to 
think about it, the experience changes, and we are no longer in the experience. 
Merleau-Ponty acknowledges the impossibility of fully describing lived experience 
(1968). In this way philosophy changes from the effort to stand outside ourselves and 
describe life open and freely.  
 
The phenomenological methodology that Merleau-Ponty suggests does not aim to 
define and analyse what can only be experienced through living. Instead, he argues 
that there is more to do than simply acknowledge that we exist: 
 
Philosophy therefore does not seek to analyse our relationship with the world, to 
undo it is as if it had been formed by assemblage; but it also does not terminate 
by an immediate and all-inclusive acknowledgement of Being, of which there 
would be nothing more to say … rather, it remains a question, it interrogates the 
world and the thing, it revives, repeats, or imitates their crystallization before us. 
(Merleau-Ponty, 1968, p. 100)  
 
Thus, Merleau-Ponty argues that we cannot stand outside the process of life, that we 
are always in it, and concludes that philosophy is an incomplete lived process.  
 
It is possible to see the parallels between Heidegger and Merleau-Ponty, both of 
whom locate the new ontology in a phenomenological examination of our way of 
being. Yet Heidegger goes further. He also provides a deeper analysis of the 
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ontological crisis we are in. His discussion of technology and the way we see nature 
simply as objects for our use, is more overtly aligned with issues of sustainability, and 
the vision of Slow, than Merleau-Ponty. While this study draws on the work of both 
philosophers, it is Heidegger’s richer view of the essence of technology and modernity 
that I have chosen as the main foundation.  
 
Slow, then, is another way of being in the world. Slow is an ontological process 
whereby we realise our unique integration and interdependence with the world 
around us. This understanding arises from the issues discussed in this thesis thus far: 
the need for an ontology that moves beyond the subjective/objective dualism - which 
commits us back into the social and ecological world.  
 
Merleau-Ponty‘s (1968) idea of the flesh is imperative here as he states:  
 
My body is made of the same flesh as the world, and moreover that this flesh of 
my body is shared by the world, the world reflects it, encroaches upon it and it 
encroaches upon the world. (p. 248) 
 
Therefore, Slow, can also be described as the context of our being. As Casey (1993) 
puts it, concurring with Merleau-Ponty: “in such flesh, the fibres of culture and nature 
compose one continuous fabric. Interwoven thus, these fibres are inseparable in 
experience even if they are distinguishable upon analysis or reflection” (p. 256). Slow 
is the structure through which we find ourselves and where we are in the world.  
 
3.7 Summary 
 
This chapter has: 
 
• Examined literature and philosophers who meet at the intersection of 
phenomenology, technology, Slow philosophy and Slow education.  
• Introduced a selection of Heidegger’s and Merleau-Ponty’s ideas of the 
technology of philosophy, and ideas of Slow, to start to build a picture of the 
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need for a phenomenological inquiry into the ways in which Slow can affect 
education.  
• Suggested that study of the ontology of Slow, against the backdrop of the 
seminal work of Heidegger and Merleau-Ponty, may foster a form of 
knowledge, in students, with a prime motivation to restore the balance 
between subject and object.  
• Establish the need for a phenomenological inquiry into the ways in which Slow 
might affect ICT-rich educative experiences and enable humans to move 
towards living sustainability. 
 
The following chapter (Chapter Four) explores phenomenological research, which 
formed the methodological base from which the research was pursued. 
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Chapter Four 
 
How will you aim to search for something you do not know at all? – Meno 
 
Research Design and Methods 
 
4.1 Introduction 
 
The question “How do we gain knowledge about the world?” has challenged 
philosophers, educators and others since at least the year 403 BC, when Meno 
challenged Socrates. Meno posed the question “Can one be taught virtue?” to which 
Socrates replied that he did not even know what virtue is, and suggested that they 
search for an answer together. Meno put forward an objection that has since become 
known as Meno’s Paradox: “How can you search for something when you do not 
know what it is? You do not know what to look for, and if you were to come across it 
you would not recognize it as what you are looking for?” (Marton & Booth, 1997, p. 
2). The dialogue undertaken between Meno and Socrates provided the stimulus for 
Heidegger (1927/1962), who in Being and Time begins with the question of the 
meaning of Being, and asks how can we come to understand Being, how can we 
formulate the question of the meaning of Being, without knowing what Being is? 
These questions are fundamental to this research. In order to uncover the meaning of 
our lived experiences, which Heidegger claims is still veiled in darkness, we require a 
distinct methodology, phenomenology, as identified in the previous chapter.    
 
The purpose of this study is to explore the lived experience and associated meanings of 
living Slow, to understand multiple ways of knowing which can occur in ICT-rich 
education, and to help structure a theoretical position on these experiences to assist in 
moving beyond the Cartesian dualism between self and world. In order to guide this 
research, Heidegger (1927/1962) and van Manen’s (1984, 1990, 2002, 2007) 
methodological approach to phenomenology play a significant role. This chapter 
explains and justifies the approaches selected.  
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4.2 Methodological Framework 
 
The methodological framework used to guide this research study was multi-layered 
and aligned with Crotty’s (1998) four elements: epistemology, theoretical perspective, 
research methodology and data collection methods. Table 1 is a summary of the ideas 
established by Crotty (1998) as a way of considering the present study: 
 
Table 1 
 
Theoretical Framework 
 
Epistemology Theoretical 
perspective 
Methodology Methods 
Constructionism Hermeneutic 
Phenomenology 
Phenomenological 
research 
Interviews 
- Unplanned and unfolding 
Focus group discussion 
Thematic analysis 
 
Epistemology  
Constructionism is centred around the view that “all knowledge, and therefore all 
meaningful reality as such, is contingent upon human practices, being constructed in 
and out of interaction between human beings and their world, and developed and 
transmitted within an essentially social context” (Crotty, 1998, p. 42). In this study, 
the contributing constructionist elements, consists of participants (advocates of Slow 
and educators) who share concerns and experiences of their world based on their 
historical and social perspective, on the phenomenon Slow. Meaning is generated 
through the researcher’s engagement with and reflections upon the 
phenomenological texts of this study (interview and focus group transcripts and the 
phenomenological text:  A Picture of Slow).  
 
Theoretical perspective   
Deriving from constructionism, this study’s methodology was underpinned by the 
theoretical perspective of interpretivism (Crotty, 1998), as it sought to understand the 
individual and social reality of Slow as perceived by the participants. The aim of the 
exercise was to explore and understand the lived experience (van Manen, 1997) of 
participants in Slow and education, in particular ICT-rich education, with a view to 
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interpreting the meanings that participants attached to their social and human 
involvement in the phenomenon of Slow. This aim was determined to be best fulfilled 
through a phenomenological method of inquiry, and study of phenomena that are 
normally difficult to observe or measure, to capture the essence of that experience 
(Heidegger, 1927/1962; Husserl, 1964; van Manen, 1990, 1997, 2002). 
 
Research methodology 
Phenomenology as a methodological philosophy has evolved into a process for 
seeking reality in individuals’ narratives of their lived experiences of phenomena 
(Husserl, 1973; Moustakas, 1994; Cilesiz, 2011). Phenomenology includes different 
philosophies, consisting of hermeneutic, transcendental and existential theories 
(Cilesiz, 2011). In this study, hermeneutic phenomenology as described by van Manen 
(1990) was used as a methodological framework because of its emphasis on 
interpretation over just description (Macey, 2000). While the natural sciences seek 
the attainment of knowledge and truth through adherence to a set of rules pertaining 
to a particular method (van Manen, 1990), hermeneutic phenomenology 
acknowledges that knowledge is realised in the interpretation and understanding of 
the expressions of human life (Sharkey, 2001). Such understanding occurs through 
various forms of ‘text’, such as: conversation, writing, artwork and action as a way to 
be attentive to the way in which things (phenomena) appear to be, and to be 
interpretive, since all phenomena are encountered meaningfully through lived 
experience (van Manen, 1990).     
 
Using a phenomenological methodology enabled exploration of the research issues 
with which this thesis began, the nature of the experience of Slow, and Fast, both 
pedagogically and ontologically. This can be seen in the introduction, the illuminated 
discourse for ICT-rich education and the potential of Slow as a way of being to help 
orchestrate a recovery of self and humanity. As a philosophy and methodology that 
explicitly focuses on the lived experience (Crotty, 1998; Husserl, 1973; Moustakas, 
1994; van Manen, 1990), phenomenology is the core of this exploration. The central 
position of phenomenology, and one informed by Meno’s paradox, asks how do 
researchers find what they are looking for if they do not yet know that phenomenon? 
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How will they recognise it when they find it? These questions are an imperative due 
to the focus of the research exploration on what is? What is the nature of the ICT-rich 
educational experience: what is Fast in education? What is being Slow? To respond to 
these questions requires a methodology that inquires into the nature of experiences 
as they are lived, and is capable of drawing both practical and philosophical 
conclusions. Furthermore, the underlying context of the inquiry is to examine ways of 
thinking and being which embed us in the world, so that “self and world are not two 
beings” (Heidegger, 1927/1962, p. 297). This requires research from within. In this 
way, it is evident that phenomenology is an appropriate methodology for this 
research study, as a way of being in the research, in order to examine it (van Manen, 
1990).   
 
4.3 Phenomenology and research  
 
The purpose of this chapter is to lay open particular understandings from Heidegger 
and van Manen that have assisted the progress of this research. By so doing, the 
soundness of the research approach can be seen in the way the philosophy has been 
embedded in the inquiry process.  
 
4.3.1 Praxis: Philosophy and Education 
 
Phenomenology is usually described as studying the essence, and hermeneutics as 
studying the process of interpretation. The link between hermeneutics and 
phenomenology was conceived by Heidegger. German philosopher Edmund Husserl 
was the founder of phenomenology and Hans-George Gadamer the founder of 
philosophical hermeneutics. Heidegger was a student of both Husserl and Gadamer, 
and served as the link between Husserl’s phenomenology and Gadamer’s 
hermeneutics.  
 
In the 1980s, Amedeo Giorgi (1985), Donald Polkinghorne (1989) and Max van Manen 
(1984, 1990, 2002, 2007) began promoting the use of phenomenological qualitative 
methods in psychological and educational research. Van Manen is the most cited of 
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the three (Kakkori, 2010) in the field of educational research. Van Manen is known 
primarily for his concept of lived experience and his development of the hermeneutic 
phenomenological approach into research method. Van Manen (1990) defines 
hermeneutics and phenomenology as human science approaches which are rooted in 
philosophy (Kakkori, 2010).   
 
An important part of this research is the sustained praxis between philosophy and 
education. A philosophical question and inquiry, as well as an educational one, allows 
for a more balanced interaction between theory and practice. In this philosophical 
inquiry, exploring the ‘ontology of Slow’ centred around how to theorise the 
complexity of learning experiences in ICT-rich educational environments, and the role 
that Slow, an embodied experience can have in educational practice is the focus of 
this study. Therefore, this study was based on conditions established by van Manen 
(1990) and Heidegger (1927/1982).  Table 2 is a summary of the conditions defined by 
Heidegger and adhered to in the research: 
 
Table 2  
 
Heidegger’s phenomenological conditions 
 
Heidegger’s phenomenological conditions 
1 The researcher brings a certain amount of subjectivity and pre-
understandings to the research that cannot be completely removed. 
2 The researcher should be passive towards the phenomenon being 
studied and allow it to reveal itself by creating a “clearing space”. 
3 The researcher should look critically at the ordinary aspects of the 
phenomenon in order to relate it to the Being of the person involved.  
 
The conditions van Manen (1990) sets forth are based on his methodological 
structure of human science research, and are presented in Table 3: 
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Table 3  
 
van Manen’s six phenomenological activities (van Manen, 1990, p. 31 – 32) 
 
van Manen’s six phenomenological activities 
1 Turning to a phenomenon which interests the researcher and commits 
them to the world.  
2 Investigating experience as we live it rather than as we conceptualise it. 
3 Reflecting on the essential themes which characterise the 
phenomenon. 
4 Describing the phenomenon through the art of writing and rewriting. 
5 Maintaining a strong and oriented pedagogical relation to the 
phenomenon. 
6 Balancing the research context by considering parts and whole.  
 
These six conditions as well as the three conditions taken from Heidegger were used 
throughout the research and will be explored in greater depth in this chapter. 
Working with Heidegger and van Manen’s views both methodologically and 
philosophically to examine how they can both shape and be shaped by educational 
research and experience is fundamental to the notion of praxis as used in this 
research. 
 
4.3.1.1    Heidegger’s philosophical conditions   
 
Husserl (1936/1970) began the phenomenological tradition of exploring lived 
experience in the “life-world” (p. 105). He described the formal definition of 
phenomenology as a way to get back to the things in themselves. In similar vein, 
Heidegger (1927/1982) describes phenomenology as a way “to let that which shows 
itself be seen from itself just as it shows itself from itself” (p. 30). For Husserl and 
Heidegger, the term phenomenology is described by the tenet “to the things 
themselves” (Heidegger, 1927/1962, p. 24), that is, the essential meanings of 
phenomena present in the lifeworld. The lifeworld is the everyday world where we 
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experience ourselves, what is around us, and our relationship with people, place and 
technology.   
Husserl (Heidegger’s mentor) and Heidegger disagreed about the way this exploration 
of lived experience occurs (Laverty, 2003). Husserl’s approach to philosophy favoured 
Cartesian dualism: privileging the mental over the physical. Conversely, Heidegger 
(1927/1962) rejected the notion of the person (subject), as a viewer of objects, 
separated from the world. As identified in Chapter Three, Heidegger considered that 
object and subject were inseparable, and he represented this in his use of the term 
being-in-the-world. Heidegger (1927/1962) considered being-in-the-world to be a 
priori, “it is not pieced together, but is primordially and constantly a whole” (p. 65). 
Phenomenology names this inseparable connection to the world the principle of 
intentionality (van Manen, 1990).  
  
Heidegger believed there were many ways for the human being to-be-in-the-world 
but the most significant way was in being aware of one’s own being. That is, capable 
of inquiring into one’s own being, capable of wondering about one’s own existence 
(Heidegger, 1927/1962; Gelven, 1989). He named this state dasein. In Heidegger’s 
terms, for the human being to exist as dasein, is to exist ‘authentically’ (1927/1962), 
because this gives access to awareness of one’s own being, and also the potential for 
not being (Gelven, 1989).  
 
Another element of Heidegger’s phenomenological method is the search for essence 
or essential meanings of a phenomenon. This is to describe the essence of a 
phenomenon as “the way in which it remains through time as what it is” (Heidegger, 
1954/1993, p. 3); that is to make generalisations and form concepts about 
experience. Rather than simply describing experiences in particular, an essence may 
say something more general about those types of experiences, or reveal specific 
qualities that were previously unseen. Van Manen (1990) states that:  
 
A good description that constitutes the essence of something is 
construed so that the structure of a lived experience is revealed to us in 
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such a fashion that we are now able to grasp the nature and significance 
of this experience in a hitherto unseen way. (p. 39)  
    
Van Manen (1990) suggests that the researcher’s understanding of essence is always 
partial, and never whole. It is particular to the experiences from which the 
interpretations were formed. Nonetheless, there is the possibility, in 
phenomenological research, that new meanings emerge about a phenomenon that 
draws “something forgotten into visibility” (Harman, 2013, p. 92). The challenge of 
phenomenology is to describe what is given to us in immediate experience without 
being “obstructed by pre-conceptions and theoretical notions” (van Manen, 1990, p. 
184) that might by their nature limit the breadth and depth of the phenomenon. In a 
similar way, phenomenological research makes a distinction between appearance and 
essence, between the things within our experience and what grounds the things 
within our experience (Ehrich, 1999; van Manen, 1990).          
 
Whilst Heidegger does not explicate a method for phenomenological research he 
provides some insights in Being and Time (1927/1962), which are devoted to 
discussion of the “method and design of our investigation” (p. 36). Here Heidegger 
suggests that access to Being is to be achieved through an account of existing 
authentically or in his words dasein in their “average everydayness” (p. 38). This 
approach to phenomenology requires the researcher to engage in both descriptive 
and interpretative activities. Yet, we are challenged by how to describe our 
experience of being in the world if we are to step outside of experience to describe it, 
and to also, according to Heidegger, be one with the world. His solution incorporates 
the notion of forestructures, our pre-understanding of being or prior awareness 
(Heidegger, 1927/1962), which are usually unnoticed and left undescribed.  
 
In this statement, Heidegger identifies that when our everyday experiences are 
revealed to us, when we do not take them for granted, when we do not recognise 
them as the normal things they are, we are projecting into possibilities of being. This 
awareness forms the interpretive basis of all understanding. Utilisation of an 
interpretive approach requires the researcher to accept and value the descriptions 
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given by the participants as their reality and their understanding of the phenomenon 
(Koch, 1999). The interpretation begins with the participant who is describing the 
phenomenon to the researcher; it is then that the researcher engages with the 
phenomenon, as the researcher’s prior awareness, attention and anticipation is 
directed toward the phenomenon.  
 
The five characteristics of phenomenological methodologies, as described by 
Heidegger above, are describing experience, intentionality, essence, openness and 
interpretation (Finlay, 2008; Merleau-Ponty, 1968; van Manen, 1990). But how might 
these five traits structure research when addressing the pedagogy of Slow in ICT-rich 
education? Describing the experience of teaching and learning within various ICT-rich 
educational environments within the frame of Slow ontology is clearly necessary to 
the research issues underpinning this study, yet Heidegger’s contribution to this 
research is still abstract, failing to provide a tangible, methodological link between his 
ideas and the research method and process. Therefore, framing the philosophical 
phenomenology, as seen through Heidegger, within phenomenology as an applied 
research method, is the next step of the research design.   
 
4.3.1.2    van Manen’s pedagogical conditions   
 
In the 1970s various research strategies were developed with philosophical 
phenomenology as their foundation. At this time phenomenological methodologies 
also emerged: heuristic, hermeneutic and relational (Finlay, 2008). However, tracing 
Heidegger’s phenomenology and the argument voiced above, the pedagogical focus 
of van Manen (1990) will form the main focus.  
 
Van Manen, who trained and worked as a teacher, unlike Heidegger who trained and 
worked as a philosopher and theologian, approached phenomenological research 
with a stronger pedagogical focus. Utilising van Manen’s ideas assists in making links 
between Heidegger’s notions and this study. Van Manen argues that the purpose of 
phenomenological research for the educator and researcher is to improve their own 
practice. However, beyond van Manen’s work in phenomenological research is the 
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need to provide a rationale to the methodological approach that was absent in 
Heidegger’s arguments, and is particularly useful for this educationally focused 
inquiry.  
 
Van Manen’s methodology reveals intentionality akin to Heidegger when he states 
that conducting research phenomenologically involves the “intentional act of 
attaching ourselves to the world” (van Manen, 1990, p. 5). Such methodology requires 
a phenomenological return to our being and then seeks to unfold pre-understandings 
in order to make explicit what is implicit, grasping in the process the meaning of being 
itself (Crotty, 1998). In this way the phenomenological question begins with 
forestructure (Heidegger, 1927/1962), or, as other phenomenological researchers also 
acknowledge, as pre-understanding or background (Benner, 1985; Geanellos, 1998), 
recognizing the context-dependent knowledge, opinions and experiences that exist in 
the researcher and participant prior and during the study.  
 
Interpretation already exists fully formed, but in need of expression (Heidegger, 
1927/1962). By this Heidegger means that interpretation discloses what is already 
there in its totality; that “interpretation functions as disclosure” (Heidegger, 
1927/1962, p. 198), and that interpretation allows that which is already understood to 
be revealed. When things in the world have been understood through interpretation 
then, according to Heidegger (Heidegger, 1927/1962), they have meaning. When 
meaning is uncovered the reality of what is already there has been made manifest 
(Gelven, 1989) or has been made visible. Thus, the phenomenon is revealed 
(Heidegger, 1927/1962).  
 
4.3.2 Hermeneutic circle: Heidegger and van Manen 
 
Heidegger (1927/1962) conceived of interpretation as a circular process whereby the 
forestructures of understanding are made explicit, then considered in terms of the 
whole of the understanding of something, and then reconsidered in new ways. 
Methodologically, this is seen in the concept of the hermeneutic circle (Leonard, 
1989; Thompson, 1990; Geanellos, 1998). The hermeneutic circle, which Heidegger 
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(1927/1962) described as the “circle of understanding” (p. 195), refers to the flow of 
understanding that takes place through being-in-the-world. It refers to the back and 
forth movement between partial understandings and the complete whole. Thompson 
(1990) characterised the hermeneutic circle as “a process of moving dialectically 
between the background of shared meaning and a more finite, focused experience 
within it” (p. 243).  
 
Van Manen (1990) again provides a valuable link to how a hermeneutic circle might 
be represented in research action. He suggests that developing a cycle of 
interpretation can be achieved through the method of hermeneutical 
phenomenological writing. Hermeneutical phenomenological writing is a circular 
process of writing and re-writing about the object of the research, and by doing so 
the researcher clarifies and reflects, enabling deeper meaning to be revealed. This 
process has two important effects: it distances the researcher from the phenomenon 
thus encouraging perspective; yet it draws them towards it by sustaining focus on the 
phenomenon alone (van Manen, 1990).  
 
Whilst there is no fixed set of procedures a researcher can pursue hermeneutic 
phenomenological research through van Manen’s (1990) proposed six significant 
activities (Table 3), as will be explained in the following section.  
 
Activity 1 and 2: Commitment and investigation 
Van Manen (1997) states that the “lived experience is the starting point and end point 
of phenomenological research” (p. 36). The lived experience of teaching technology-
rich education, and Slow, will be pursued as a way to offer an alternate way-of-being 
that sees us as one with the social and natural world. This requires the lived 
experience of advocates of Slow and a range of educators to be transformed into 
textual expressions. The text will reflect the lived experience as all participants recall 
and share their stories, as explained by Giorgi (1997): 
 
To describe means to give linguistic expression to the object of any given 
act precisely as it appears within that act … Through the medium of 
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language one is able to communicate to others the objects of 
consciousness to which one is present, precisely as they are presented. (p. 
241)    
 
Language is a tool by which human experience can be studied (van Manen, 1997). 
Through the use of language, participants reflect, describe, animate and share their 
experiences in various forms, including prose and poetry as ‘texts’: 
 
In phenomenological research the emphasis is always on the meaning of 
lived experience. The point of phenomenological research is to ‘borrow’ 
other people’s experiences and their reflections on their experiences in 
order to better be able to come to an understanding of the deeper 
meaning or significance of an aspect of human experience, in the context 
of the whole of human experience. (van Manen, 1990, p. 62)  
 
Van Manen puts forward the idea of ‘borrowing’ as a way of producing texts, through 
interviewing people, or finding poetry or prose that deals with the phenomenon in 
question. Critical to hermeneutic circling is the researcher’s inclination to dwell with 
the research text because the texts then become the basis for the thematic analysis, 
where phenomenological themes may be understood as the structures of experience 
(van Manen, 1990).  
 
Activity 3: Reflecting 
Interpretation of the lived experience, through reflection, provides the meaning 
embodied in the experience. Heidegger (1927/1962) describes such 
phenomenological reflection as following certain paths of thinking towards a clearing 
where something could be shown, revealed, or clarified in its essential nature. These 
paths need to be discovered or invented in the progress of the research as a response 
to a question at hand (van Manen, 1990). Movement to and fro in the tension of pre-
understandings and the phenomenon’s showing allows the researcher to seek a 
clearing where thinking the “as yet unthought” occurs (Heidegger, 1927/1962). 
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Having thematised a text, through reflection, van Manen’s methodology involves 
using the themes to write and re-write about the phenomenon at hand.  
 
Activity 4: Describing 
Upon hearing the recount of lived experiences, the researcher “writes and re-writes 
the stories until they consider … their interpretation captures the ‘essence’ of the 
experience” (Grant & Giddings, 2002, p. 17). The importance of phenomenological 
writing cannot be understated as phenomenological research is the “bringing to 
speech of something” (van Manen, 1990, p. 32). In phenomenological research, the 
researcher writes to understand. It is in the experience of writing that the researcher 
contemplatively articulates essential understandings and meanings as van Manen 
(1990) explains:  
 
Writing fixes thought on paper. It externalizes what in some sense is 
internal; it distances us from our immediate lived involvements with the 
things of our world. As we stare at the paper, and stare at what we have 
written, our objectified thinking now stares back at us. Thus, writing 
creates the reflective cognitive stance that generally characterises the 
theoretic attitude of the social sciences. (p. 125)  
 
Phenomenological writing seeks to uncover essential meanings of the lived 
experience, presently taken for granted. The process is cyclic and ongoing as particular 
stories of a lived experience are read and re-read. In the process, the researcher 
dwells with the stories in an immersion-like experience that, in the quote above, is 
seen as a way to bring validity and critical thought into phenomenological research.  
 
Van Manen’s approach to reflection using the process of writing builds on Heidegger’s 
assertion that critical thinking deepens our analysis of the texts of lived experience, to 
embodied thought and to that which calls us (Smythe, 2005). In such thinking we need 
to dwell “on what is closest; upon that which concerns us, each one of us, here and 
now; here, on this patch of home ground; now, in the present hour of history” 
(Heidegger, 1966, p. 47). Such thinking is an experience that Heidegger (1927/1962) 
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describes as lost in thought, because it is in these moments our coming to 
understanding is as a free act of ‘seeing’ meaning (van Manen, 1990). The critical 
understanding that arises from such kinds of thinking is that ways of thinking are ways 
of being (Smythe, 2005).  
 
Activity 5: Maintaining 
In the following stage the effort to uncover the story’s essence with the understanding 
of the intersubjectivity and interconnected nature of the text is undertaken. It is 
during this stage of the method that the essential themes are sifted from the non-
essential themes. Van Manen (1997) suggests in order to determine the essential 
themes the researcher must maintain a strong pedagogical orientation whilst writing 
to keep a “strong and oriented relation” (p. 139) to the real world. This is an 
ontological relationship that discloses “pedagogic thoughtfulness and tact” (van 
Manen, 1997, p. 143) by asking what it means to be a pedagogue in the ways we 
orient our relationship with students, and questioning “what is this situation or action 
like for the student?” The ontological relationship that connects writing, pedagogy and 
our being-in-the-world reflects Heidegger’s focus on a mode of being rather than the 
epistemological mode of knowing (Rapport, 2005). Moreover, van Manen (2007) 
argues against the scientific and technical theory of education because it does not 
reveal itself in observable behaviours or actions. Purely scientific or technical 
knowledge leads to a mechanical attempt at a solution and does not enable the 
researcher to witness the everydayness and uniqueness of the particular pedagogy. 
The danger of such knowledge, Heidegger (1978) posits, is the production of abstract 
characteristics (classically found in science) independent of any particular situation 
and, more importantly, of any human concern. Therefore, in order to reveal these 
particulars of pedagogy, hermeneutic phenomenology is the most appropriate 
methodology to open up a clearing for the ontological understandings and 
pedagogical implications of the lived experience of a phenomenon (Heidegger, 1978; 
Searle, 1983).  
 
 
 
64  
Activity 6: Balancing 
The final element inherent in the hermeneutic phenomenological research is to 
ensure balance between the parts and the whole (van Manen, 1997). Not only does it 
relate to balancing the individual parts with the whole of the stories within the 
participants’ dialogue with the researcher, it is also related to one’s orientation with 
the lifeworld. This suggests that to understand something, we draw on knowledge 
that we already possess, while remaining open to the possibility of modifying this 
knowledge in light of new information. Whilst such understanding can also be 
connected with the notion of tacit knowledge (Polanyi, 1967), Gadamer (1989) warns 
it must be detached from any prejudice that obstructs the process of understanding. 
This is what Heidegger (1971) refers to as ‘in dwelling’ and ‘foreknowledge’. Both 
Gadamer and Heidegger argue that one must remain ‘open’ to, and also embrace 
meaning held by others. This understanding, derived from personal involvement by 
the researcher in a reciprocal process of interpretation is inextricably linked with 
one’s being-in-the-world (Spence, 2001). This is known as the hermeneutic circle.  
 
Phenomenological research founded upon Heidegger’s work and using van Manen’s 
framework provides a means to explore ICT-rich education and Slow as it is lived. This 
involves an open exploration of the Slow phenomenon, investigating the themes 
which it exhibits and generating descriptions from participants which reveal aspects of 
that experience. This section of this chapter has also demonstrated the nature of 
praxis between the philosophical work of Heidegger and the phenomenological 
methodologies of van Manen, which will assist in positioning the research findings into 
the philosophical context of the inquiry.  
 
In the following section the specific processes used in this phenomenological research 
will be justified as the most appropriate means for exploring the phenomenon of Slow 
in an ICT-rich educational context.  
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4.4 Methods 
 
In this section, van Manen’s hermeneutic phenomenological activities are applied to 
this inquiry.  
 
4.4.1 Applying van Manen’s phenomenological approach to this study  
 
Based on this approach, the main body of data analysis consists of three parts, each 
of which represents different ways of using participants’ lived experiences by 
discussing theoretical and practical concerns about Slow, education and technology-
rich education. Figure 2 displays the diagrammatic relationship between the 
phenomena under investigation, the analytic framework, and the lived experience 
that each data analysis chapter is concerned with.  
 
Each phase, whilst presented in this thesis in a linear manner, was designed as a non-
sequential piece of the whole. Each phase contributes equally to the understanding of 
Slow, and through reciprocity, engagement and interpretation, the reader will make 
sense of the individual parts, which in turn gives sense to the whole. 
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Figure 2. Making sense of participants’ lived experiences of Slow   
 
Each phase of the research, in terms of data collection procedures and analysis will 
now be explained and justified.  
 
4.4.1.1    Methodology for Phase One 
 
Van Manen described six activities, presented in Table 3, that were important 
elements of his phenomenological methodology. The first four activities are utilised in 
Phase One of the research design.  
 
 
 
EDUCATION PHILOSOPHY 
Phase One 
Phase Two Phase Three 
Hermeneutic circle 
Free Act of Seeing Slow 
in education 
Phenomenological text: 
A Picture of Slow 
Focus group discussion: 
Five educators’ 
experiences of Slow and 
Fast in education 
Towards a 
phenomenology of Slow 
in ICT-rich education 
Six educators’ who make 
extensive use of ICT life 
stories 
Visions of Slow 
Life stories of five 
advocates of Slow 
The phenomena of Slow in 
ICT-rich education 
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Turning to the phenomenon of technology in education 
van Manen’s methodology begins with turning to the phenomenon. In turning to 
Slow, the researcher must turn to lived experience; the “immediate reflective 
consciousness of life” (van Manen, 1997, p. 35). In the case of this inquiry, I began by 
turning to the lived experience of technology in Chapter One. In this chapter personal 
stories are shared to reveal reflective aspects of my experiences of working with 
technology-rich education over the last eighteen years. This turning, in essence, is a 
contemplation of some of my own reflections, meditations, and memories in my 
educative experiences while orienting toward the possible horizons for applying Slow 
as an approach for education. In doing this, the essential nature of this particular lived 
experience was questioned as a possible way of being-in-the-world.  
 
The phenomenon is oriented by what van Manen (1984) calls “phenomenological 
concern” (p. 6). Phenomenological concern is twofold according to van Manen (1997). 
One concern should orient towards the concreteness, or the ontic. This is explored in 
Chapter Two. The ontic concern lies in what we can discern about the factual ways of 
making meaning with this phenomenon. In Chapter Two, different definitions, 
approaches, discourses and ways in which technology is positioned in education was 
explored through use of this ontic orientation. The second concern is one of essential, 
or ontological concern, which, in Chapter Three was established initially and is now 
continued in this chapter. In this phase of the phenomenological inquiry, the turning, 
returning and orienting towards the possible lived experience of Slow is its main aim.  
 
Investigating the experience of Slow as we live it 
Van Manen’s second activity in phenomenological research is to investigate the 
experience as we live it. This investigation utilises the phenomenological idea of 
intentionality, supported by van Manen’s (1990) philosophy of action that relies on 
research participants having an interest in drawing out the particular themes or 
essences of their experiences. As a result, the first phase of the methodology involved 
interviewing representative advocates of Slow. The participants were selected because 
they were currently engaged in living Slow in at least one aspect of their lives or were 
known for their work in this area. The participants, identified in Table 4 were selected 
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to assist in describing and thematising their lived experiences in order to reveal the 
phenomenon of Slow beyond education, and contribute to exploration of the research 
issues. 
  
Table 4 
 
Phase One participants and areas of expertise in Slow 
 
Participant Area of expertise in Slow 
Carl Honoré Author, In Praise of Slow, Under Pressure and The Slow Fix 
Geetha Narayanan Founder-Director, Srishti School of Art Design and Technology 
Nicky Gardner Editor and principal author Hidden Europe magazine 
Ian Parmenter Chef, winemaker and TV presenter on Consuming  
Passions cookery show 
Pauline Tresise Co-leader, Slow Food 
 
Contact of participants and consent 
The initial contact with the participants was made via email, as participants were not 
locally based to the site of the study. The email outlined the purpose of the research 
and the nature of the participant’s involvement in the research. Consent was provided 
via return email at which point a follow-up email included a Participant Information 
Sheet (Appendix 1) outlining the expectations of the participant, the confidentiality of 
the participant’s contribution, the processes for checking the stories; and a request for 
an appointment to be interviewed via Skype or phone.  
 
Interview procedures 
The purpose of the phenomenological interview was to gather thick descriptions of 
everyday experiences, in this case, experiences of living Slow (Benner, 1994; van 
Manen, 1990). Each participant in this study was interviewed once in a session lasting 
between 35 – 60 minutes. Each interview was audio recorded, using standard voice 
recording software on an iPad, and personally transcribed. In the research process, 
participants were requested to review their own transcript to check accuracy. Feedback 
from each participant confirmed that the interview transcriptions captured the detail 
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and clarity of their views. As a measure of ensuring credibility, Lincoln and Guba’s 
(1985) trustworthiness criteria have been incorporated into the thesis. This is discussed 
in section 4.5 of this chapter. 
 
Utilising Creswell’s (2007) procedure for conducting phenomenological research, 
interviewees were asked questions that were open in manner. Whilst each participant 
was asked the opening question “What does Slow mean to you?” and “How is it 
reflected in the way you live your life?” the ensuing conversation and broad question 
guide allowed the research to “unfold” (Punch, 2000, p.23) towards a natural and 
unknown pathway. What was important was the development of a conversational 
relationship and to focus attention on the description of the participant’s stories (van 
Manen, 2002). My role as interviewer was twofold: a) to be present in the 
conversation as the participant regathered past events and re-told particular stories, 
and b) to ensure that the description of the story was as detailed and complete as 
possible (van Manen, 2002). Following each interview, personal thoughts and 
recollections were recorded in a journal to ensure that important details that stood 
out were not forgotten.  
 
During the interview the participants were asked to identify any notable or published 
works that reflect their Slow ideologies. The published works were also utilised to 
make interpretations of the phenomenon in this phase of the methodology.  
 
Handwriting as a method of inquiry 
As stated earlier, each interview was transcribed. However, rather than use voice 
recognition software, a transcription company, or type into a word processing 
computer, the transcriptions were personally produced as hand written text. The 
writing process itself formed part of the research inquiry from which thinking 
developed (Richardson & St. Pierre, 2008). This facilitated van Manen’s recommended 
approach of returning to the conversation and staying near the experience. With one 
hand controlling the audio recording and a pencil in the other, the experiences were 
relived for a second time. This process was of greater benefit than transcribing 
directly to the computer because it was slower and allowed more time to think and 
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meditate. During the hearing, writing and reading process of transcription, identifying 
and marking of parts of the text enabled an awareness of when similar terms or 
phrases would appear in the stories of other participants. Frequently used 
expressions such as Slow state of mind, openness, process, local, spiritual and 
community were noted as being a part of the language of all participants. 
Nonetheless, a third opportunity for ‘turning to the lived experience’ was provided 
when I then typed the handwritten transcriptions without the added notes.      
 
Transcription Analysis 
Once each transcript was completed the participants’ thoughts from the interviews 
were gathered in a way that made the philosophical inquiry available for 
thematisation. The process followed is one similar to that described by van Manen 
(1990), whereby, emphasis is placed on the experience and stories. After all the 
interviews had been completed and transcribed in both handwritten and typed forms, 
each typed transcript was read alongside the corresponding handwritten transcript 
containing the notes and highlighted words. During this reading, the parts of the 
transcript that had also been mentioned by other participants were identified and 
marked, continuing the identification of common experiences, perspectives and 
terminology. Using the participant’s words, the stories were then reconstructed and 
crafted. The words and meanings that described the experience were kept, while 
additional and superfluous words were deleted, with the aim to keep the experience 
as authentic as possible.  
 
Describing the phenomenon through the art of writing and re-writing 
After familiarisation with the stories and receiving participant approval, the search of 
the essence of Slow was pursued hermeneutically. In some cases, this began by re-
listening to the interview recordings and on other occasions transcripts and notes 
were re-read. Each time the following questions were reflected upon: What was the 
story about? What was the story revealing about Slow? After reviewing of the notes 
and consideration of these two questions, the process of handwriting the meaning of 
the stories enabled immersion in the story. The process of writing facilitated the 
emergence of the meanings. Keeping the writing brief, resisting the temptation to 
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categorise, yet writing creatively, assisted the hidden meanings to be revealed from 
the text. Interpretations were re-constructed as increased attunement to other 
possible interpretations surfaced. It was necessary to dwell with the interpretation of 
a particular story through several drafts before moving on to the next story.  
 
Reflecting on the essential themes 
The following step in the hermeneutic process involved re-reading the entire set of 
stories and considering how the set of stories contributed to an understanding of 
Slow. To isolate the philosophical themes van Manen’s (1990) understanding of 
themes as the “structure of experience” (p. 79) was utilised: 
 
Theme is the experience of focus, of meaning, of point, theme formulation 
is at best simplification, themes are not objects one encounters at certain 
points or moments in a text, theme is the form of capturing the 
phenomenon one tries to understand. (p. 87) 
 
Van Manen (1990) states that the essential quality of a theme is that we “discover 
aspects or qualities that make a phenomenon what it is and without which the 
phenomenon could not be what it is” (p. 107). In this way, a good theme “seems to 
touch the core of the notion we are trying to understand” (van Manen, 1990, p. 88), 
and is a way to show what is seen and heard within the text (Smythe, Ironside, 
Swenson & Spence, 2008).  
 
In alignment with Heidegger and van Manen’s interpretive phenomenological 
method, each theme was then located and explored within educational literature; 
deepening the identification and understanding of the themes emerging from the 
interviews. Constant interaction between an analysis of the themes and elements of 
the interview text with the findings from the reviewed literature was utilised to 
enable interpretation of the meaning in the text. The use of the reviewed literature at 
this point facilitated a deeper and more comprehensive understanding of the 
research associated with the area of study. It also placed Slow within the context of 
the wider field of current knowledge through an exploration of the origins related to 
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the phenomenon. This enriched understanding contributed to the exploration of the 
research issues.  
 
4.4.1.2    Methodology for Phase Two 
 
The second phase of the data collection turns toward philosophy. In this phase of the 
data gathering, interviews with educators who make extensive use of ICT in their 
teaching provided an opportunity to investigate ontological ways of being, asking “In 
what ways am I a teacher?” “What are the ways of being a teacher?” “How do I orient 
myself towards Fast? And Slow? And what does this stance reveal about my 
understandings of the world? These questions open an ontological investigation into 
the ways of being a teacher. 
 
Ontological ways of being, according to Heidegger and van Manen (2007), are 
existential by nature: lived experiences as lived-time, lived-space, lived-body, and 
lived-relationships. Ontological investigations, therefore, concern the meaning of 
being, and since this concern is expressed through dasein, investigation of the ways of 
being may only be achieved through the hermeneutics of self-interpretation. 
Therefore, in hermeneutic phenomenology, the researcher is an interpreter of 
experiences of participants in the ways of being-in-the-world. Furthermore, these 
ways are essentially ways in which the researcher is familiar with the world. Any other 
method or methodology would remove participants from their world and the 
existential nature of the phenomenon.  
 
The interview participants 
The second phase of the methodology involved interviewing educators with an 
interest and experience in technology-rich education. The teachers interviewed were 
all responsible for technology integration in their educational environments. 
Pseudonyms have been used for all teacher names. Table 5 provides the background 
for the interviewed teachers. As shown, all teachers had extensive teaching 
experience. There was only one female (Sally): 
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Table 5 
 
Phase Two participants and areas of expertise in ICT-rich education 
 
Participant Gender Role Years of experience 
Steve     M ICT and Science Coordinator, Catholic 
Education Office 
20+ 
Chris     M Technological and Applied Studies Coordinator, 
Secondary School 
35+ 
Dan     M Technology and wellbeing consultant 15+ 
Sally     F Education Innovation Advisor, Australian 
Institute for Teaching and School Leadership 
(AITSL) 
10 
Matt     M eLearning Coordinator, Secondary School 15+ 
Br Paul     M Secondary School Principal  45+ 
    
The interviews required educators to narrate their own histories of technology use 
and engage in a search for, and articulation of, meaning and identity concerning 
action-taking and decision-making, and typically required the invocation of significant 
crucial memories from within the course of their professional and personal journeys. 
Participant stories of vision, ideologies and experience served to illustrate how 
educators’ self-understanding had unfolded over time. These identities were crucial 
to understanding Slow ontologically; as a way of knowing ourselves and the world, as 
both subject and object.   
 
Participants were each sent Participant Consent letters (Appendix 2), which outlined 
the study description, intent and process for anonymity and confidentiality. These 
forms were signed by participants and returned via email.  
 
Each interview was conducted face-to-face in a place selected by each of the 
participants. One participant was located in another state so the interview was 
conducted via Skype. The interviews lasted between 60 – 75 minutes, were audio 
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recorded and transcribed in the same manner as the interviews conducted in Phase 
One.  
 
As with the previous phase, data was analysed by reflecting on van Manen’s activities 
in a hermeneutic approach, in particular the last four activities (Table 3). The process 
began with an initial reading of the transcript from beginning to end. On the second 
reading, the selective reading approach described by van Manen (1990) was used 
whereby statements and phrases were highlighted that revealed thematic aspects of 
the phenomenon. During the third reading, the text was read more closely for 
additional phrases. Key ideas describing the phrase were annotated in the margin 
beside each highlighted phrase.  
 
With each reading it was critical that I remained oriented towards the ways the 
participants worded their experiences. This was done through the posing of the 
following reflective questions: 
 
• What words do they use to describe their experiences?  
• What latent meanings may be uncovered in how they use these words to 
characterise their lived experiences?  
• In what ways do they enact themselves as agents of their narratives?  
• In what ways do their narrative perspectives or concerns shift in their lived 
experiences of Slow and technology-rich education?  
• What may be revealed about the phenomenon of Slow to foster sustainable 
practice and vision of the world?  
 
In seeking understandings to these questions, I was able to continue to develop 
essential themes emerging from across the texts of every participant’s lived 
experiences, continually reflecting on the parts of the phenomenon to see how they 
related and changed understanding of the whole phenomenon. As with the previous 
phase, writing, in particular handwriting, allowed time to think as the words were 
formed on the page. It was this methodological mode of writing, van Manen (1997) 
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explicated, saw the use of anecdotes as a device to uncover meaning of lived 
experience, and the ability to “grasp the essential meaning of something” (p. 77). 
These essential meanings become traceable in themes. This is the hermeneutic 
method utilised to develop themes that guided the orientation toward praxis: the 
pedagogical implications of this inquiry of the lived experience of Slow, fostering 
recovery of the social and ecological world in which we live.   
 
4.4.1.3    Methodology for Phase Three 
 
Phase Three – Part A: Phenomenological Text  
 
The interpretive, phenomenological research approach undertaken during the first 
phase, that is, the data gathered from the interviews and ensuing literature provides 
the foundation for Phase Three of the research study. Phase Three began with the 
construction of a phenomenological text that addressed the ‘how’ and ‘why’ of Slow’s 
application to a variety of ICT-rich learning environments.  
 
Van Manen’s (1990) phenomenological analysis was employed to create the 
phenomenological text: A Picture of Slow, whereby the themes and literature 
identifying the participants’ experiences (of Phase One) were used to develop a 
resource that captured Slow in a series of “nonrepetitive, nonoverlapping 
statements” (Creswell, 2007, p. 147). The phenomenological piece of writing was 
underpinned by van Manen’s (1990, 2002) belief of the researcher as “scholar-author 
who must be able to maintain an almost unreasonable faith in the power of language 
to make intelligible and understandable what seems to lie beyond language” (pp. xvii-
xviii). Therefore, the act of writing and re-writing undertaken to produce the 
phenomenological text: A Picture of Slow, was essential for understanding the 
phenomenon Slow. Van Manen (1990) asserts writing is not separate from the 
research; it is an integral part of the process. Whilst it is acknowledged that this 
thesis, as a whole, represents a phenomenological text, A Picture of Slow is presented 
as sub-text, employed to bring forth stories of the lived experience and reveal 
meaning to participants engaging in the focus group discussion.   
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Artefacts and images in phenomenology  
The phenomenological text: A Picture of Slow was not just about the writing process, 
but was a well-designed artefact whose aesthetics were designed to be pleasing to 
the eye. In addition, the phenomenological text was printed as a hard copy and 
mailed to the focus group participants. Producing an aesthetically pleasing hard copy 
artefact was central to the phenomenological inquiry. As identified in Chapter One, 
Heidegger, and in particular Merleau-Ponty, extend phenomenology to the whole 
arena of the embodied experience and all the senses. The creation of a visual and 
tangible artefact was developed in response to the importance of providing 
participants with the opportunity to awaken the senses. Awakening the senses of 
sight and touch in this way, can help in making the invisible visible and similarly 
induce a greater sense of wonder and revelation. Whilst a rich description is 
important, van Manen (2002) identifies that the greatest importance of a 
phenomenological text is that it must lead the reader to inquire and induce a 
questioning wonder, in order to lead the way to human understanding.  Therefore, 
whilst the phenomenological text is designed to develop theoretical propositions that 
can be assessed for their applicability and transferability to other situations it also 
served as an encouragement and awakening to the process of inquiry and 
questioning.  
 
Phase Three – Part B: Focus group discussion  
 
Maintaining a strong and orientated pedagogical relation to the phenomenon 
The second half of the Phase Three methodology involved a focus group discussion. 
The aim of this focus group was not to shed light upon the difference, if any, of 
educator experiences of Slow, or Fast. The aim was to illuminate, through exploration 
within a phenomenological framework, participant experiences of Slow, and Fast. 
 
Focus group participants 
Participants were sourced from a variety of locations and institutions including 
university, secondary schools and primary schools. Composition of the focus group 
was addressed carefully, ensuring selection of a homogeneous group that 
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represented a variety of sectors, held similar positions within their educational 
environments and could draw upon a similar length of teaching experience (15 – 25 
years).    
 
The participants were selected because they had all presented ideas through practice, 
publications, conference presentations or tweets advocating educational change. 
They were teacher activists who often stimulated debate about educational issues via 
their professional networks. Table 6 identifies selected participants, participant 
pseudonyms and the participant context: 
 
Table 6 
 
Phase Three participants and participant context  
 
Participant Context  
Daniel   Principal, Western Sydney public, primary school 
Michael NSW Department of Education primary school teacher 
Mary  Technological and Applied Studies Teacher and leader  
of eLearning in a Catholic secondary school  
Linda University lecturer in Education Studies and ICT  
Bob Personal, Development, Health and Physical Education teacher 
 
Purposive sampling 
The focus group consisted of five participants. Purposive sampling was utilised 
(Bryman, 2006) as a strategy to ensure that participants were chosen for two key 
reasons: a) their personal interest in technology; and b) they represented a diverse 
range of educational institutions. This use of purposive sampling was aimed at 
participants who were deliberately varied in order to establish similarities and 
differences. So while the educators shared a personal interest in technology they 
were diverse according to: a) gender (2 female and 3 male), b) age (ranging from early 
twenties to early fifties), c) education environments (primary, secondary and tertiary), 
and d) stage of career (teacher, head-teacher, Principal and academic).  
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Four of the five participants were located through my Twitter network. The fifth 
participant was invited as a result of work in an ICT Educators’ Association. Each 
participant was initially contacted via Twitter or email, and, adopting similar ethical 
protocols to the Phase One and Two participants, were invited to participate in a 
focus group. Once preliminary agreement from participants was received, an email 
including information regarding the process, requirements, confidentiality and 
possible outcomes of the research study, was sent out (Appendix 2). Upon return of 
the signed consent forms a hard copy of the phenomenological text: A Picture of Slow 
was posted. Participants were informed the phenomenological text would be the 
starting point for the discussion, and that the aim of sharing the artefact was to 
facilitate participant awareness of the findings of Phase One and integrate it with 
their own ideas and educative experiences, thus opening up the inquiry to their own 
ideas and interests. It is important to note that the phenomenological text was not 
designed to elicit a definition, but was instead to prompt reflection and discussion. 
This approach was in line with activity five of van Manen’s phenomenological 
structure: maintaining a strong and orientated pedagogical relation to the 
phenomenon through examination of the lived experience.  
 
Focus group research process 
The decision to use a focus group was motivated by the knowledge that it would 
facilitate much opportunity for discussion. Participants were all known to each other 
from years spent in the teaching profession and through attendance at Professional 
Development events. Creswell (2007) cites that familiarity between participants is 
particularly advantageous as the participants are more willing to interact and 
cooperate with each other. Such familiarity also provided participants with the 
opportunity to share with and assist one another in unearthing dormant memories 
about Slow and Fast in education.   
 
This phase of the research employed the focus group orientation coupled with the 
textual emphasis of van Manen (1990). The discussion proceeded through a series of 
open and unplanned questions that were interposed in no particular order 
throughout the course of the evening, with the use of the A Picture of Slow 
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phenomenological text, described in the previous section, as a stimulus and catalyst 
to reveal and describe participant experiences. The focus group discussion was 
approximately 2 hours in duration and was audio recorded using the same voice 
recording software and iPad utilised during Phase One and Two. The researcher’s 
journal was utilised to record handwritten personal thoughts, any verbal or bodily 
gestures and observations of significance.  
 
Free act of seeing 
In Phase Three the participants’ own process of finding the essence of their Fast and 
Slow experiences in education are described. Aligned with van Manen’s (1990) 
descriptive approach of the “free act of ‘seeing’ meaning” (p. 79), ‘analysis’ is not a 
helpful term in describing the approach undertaken. The approach taken to reporting 
findings of the discussion is through quotes that appear verbatim extracted from the 
transcription. This differs from Phase One, in that there is no extra material such as 
publications, presentations and television shows from which experience and ideas 
about Slow can be drawn.  
 
This phase of the research was developed to show participants’ views on the features 
and outcomes of the impact of technology-rich education and Slow by providing a 
concise summary of the ensuing conversation and conclusions from the focus group 
discussion. Based on the transcription and notes, I used my judgment to draw out 
salient parts of the discussions in the transcriptions which reflected the themes, or 
characterised important parts of the conversation.  
 
As this phase draws to a close, the meanings and experiences of participants who are 
educationalists are explored in the free act of seeing meaning and brought together 
into a synthesis of themes followed by a diagrammatic representation of the 
participants’ contributions: a visual representation of how the inquiry progressed and 
the themes that emerged (copy of the diagram is in Chapter 8B). The purpose of this 
image, as with the phenomenological text (Chapter 8A), was to add a further 
dimension in order to bring to life the static nature of the focus group discussion. The 
shapes, forms and colours of the diagram all provide the illusion of movement and 
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reveal the unfolding of themes, and connections between participants and their 
contributions.        
 
In keeping with van Manen’s recommended approach of staying near the experience, 
and that utilised in Phase One and Two, the discussion was transcribed as 
handwritten text first and then typed into a word processor. The transcription passed 
through several iterations of analysis as described below: 
 
Horizontalization 
Gadamer (1989) describes the hermeneutic circle as the fusing of horizons. This 
circular process required the listing of statements possessing equal value (Moustakas, 
1994); this was the first phase of data mining. This phase also required the researcher 
to observe and describe what was seen from the vantage point of self-awareness, 
self-reflection and self-knowledge (Moustakas, 1994) in order to develop horizons, or 
meanings. These horizons can be classified as qualities of the experience of 
phenomenon; they are “words or phrases that represent only one meaning” (Cilesiz, 
2011, p. 499).  
 
Invariant qualities and themes  
This step in the phenomenological data analysis process required the data to be 
inductively analysed for arising themes related to the research issues and the themes 
that emerged from the Phase One interview analysis. This approach was 
recommended by Punch (2009) when analysing qualitative data, and was designed to 
interpret participants’ experiences and to reduce the considerable quantity of data 
while maintaining contextual integrity.  
 
Individual and composite textural description 
This stage required writing of a narrative representing the participants experience 
with the phenomenon (Chapter Eight B). This section outlines what happened and is a 
compilation of invariant textural constituents contributed by each research 
participant (Moustakas, 1994). The individual descriptions were integrated into a 
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composite textural description under the broad themes that emerged from Phase 
Three of the research.  
 
Imaginative variation 
This stage of the research involved determining possible meaning of themes through 
the use of imagination, varying the frames of reference, employing polarities, and 
reversals, and approaching the phenomenon from divergent perspectives 
(Moustakas, 1994). This strategy ensured the crucial themes and perspectives of the 
phenomena were developed.    
 
Heidegger’s phenomenology  
The focus group participants were led to imagine something different to the everyday 
routines and conventional action in order to make Slow explicit, much in the spirit of 
Heidegger’s (1954/1993) call to see the world anew. The phenomenological text: A 
Picture of Slow provided participants with an opportunity to examine and reevaluate 
choices, routines and habits, and to orient themselves towards Slow within their 
educative environments. In the same way seeking stories to share of ways in which 
they orient themselves towards Fast, and/or Slow, and if so, what does this stance 
reveal about their (and our) understandings of the world? 
 
4.4.1.4   Enabling Praxis: Bringing the three phases together 
 
After this process of reflective thematic analysis of the data from the third phase of 
the methodology, the data from Phase One and Phase Two were integrated. Themes 
were generated within and across the data captured from each phase. Frequent 
iterative cycles of reflecting on thematic derivations and confirming assertions in the 
integrated data ensued. Throughout this analytical process, thematic statements 
were clarified and collapsed resulting in a final analytic schema inclusive of four broad 
themes that captured the essential features of Slow. The four themes captured were: 
a) Slow is a state of mind, b) natural time and tempo, c) valuing process and d) 
connectedness.  
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4.5 Methodological rigour 
 
There are a variety of ways in which researchers demonstrate quality in interpretive 
research studies. One common set of criteria for establishing trustworthiness of a 
research project and its findings was established by Lincoln and Guba (1985), which 
identified four criteria: 1. credibility – the plausibility and integrity of a study; 2.  
transferability – whether the results might be applied to other contexts than the 
research setting; 3. dependability – where research processes are clearly defined and 
open to scrutiny; and 4. confirmability – where the outcomes of the study are 
demonstrably drawn from the data. The following describes where various aspects of 
Lincoln and Guba’s (1985) trustworthiness criteria have been incorporated into the 
thesis:        
 
4.5.1 Credibility 
 
Within this study, the key strategy to ensure credibility was the member check, 
undertaken and described in each phase of the methodology. The approach taken for 
the member check involved returning to participants after the interviews and focus 
group discussion had been completed and transcribed. Transcripts and 
interpretations were then sent to each participant. This activity was undertaken to 
ensure agreement with the transcription and initial interpretation, or if necessary, to 
undertake changes as requested by the participants. The process ensured the 
interpretations were credible and authentically represented participants’ 
experiences.  
 
4.5.2 Transferability  
 
This chapter justified the selection of a phenomenological research approach to fulfill 
the research aims, and details the methods used to collect, record and analyse data 
and to then report the findings. Transparency and quality of the research procedures 
and subsequent findings were addressed through use of van Manen’s (1990) 
methodological approach to Heidegger’s phenomenology. Utilising multiple phases 
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that enabled the collection of data from three different sources, enabled the 
comparison of significant ideas that impact everyone’s lives. 
    
4.5.3 Dependability and confirmability 
 
Data analysis methods were reading and re-reading, writing and re-writing followed by 
theme derivation and intensive focus on lived experience. This process enabled thick, 
information-rich descriptions of the insights into the lived experiences of the 
participants to be revealed. Margin labels with highlighted sections of quotes were used 
to assist with confirmability providing an annotation of how findings were derived from 
the data. The journal also ensured methodological rigour through the recording of 
reflexive memorandums of thoughts and observations. The journal entries were utilised 
alongside the interview and focus group transcripts in order to demonstrate my 
thinking. 
 
4.6 Strengths and limitations  
 
Every study, quantitative or qualitative, has limitations that must be acknowledged and 
revealed transparently to aid in the assessment of the research. Whilst this study 
sought to identify the Slow educative experiences of a range of educators, it is difficult 
to fully ascertain the truth of the lived experience of another through writing. Van 
Manen (1990) points out that language inevitably falls short in its ability to express the 
nature of experience. Experiences of Slow and technology-rich education are at the core 
of this research, but reading a thesis about Slow is not the same as experiencing Slow. It 
is important, therefore, to acknowledge the “ontological silence” or “silence of Being or 
life itself” (van Manen, 1990, p. 114). Such silence will exist in this process, for it is in 
reducing the context and nature of experience and practice to description through 
writing, that there are parts of the story that are unable to be described and explained. 
However, whilst identifying the presence of silence, it should be acknowledged that 
narrative and anecdote can be powerful forms of writing in sharing the lived experience 
of Slow and ICT-rich education, and without it we would have far less.  
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The limited number of participants, set within a specific context precludes widespread 
generalisations related to the findings. As Lincoln & Guba (1985) assert, it is for the 
reader to discern if the findings are transferable to their particular educative 
environments and communities, and as a result will foster the long-term view 
anticipated.  
 
4.7 Conclusion 
 
Phenomenological research provides a framework through which to explore the 
experience of Slow and ICT-rich education as it is lived. This chapter also demonstrated 
a strong link between the philosophical work of Heidegger and phenomenological 
research methodologies primarily derived from van Manen (1990). Utilising the 
phenomenological methodology enabled a structure through which to explore the 
research issues and gather data. This involved an open exploration of the Slow 
phenomenon, that determined the themes exhibited and generated descriptions from 
participants which revealed aspects of that experience.  
 
The four chapters that follow detail the contributions of the participants in each phase 
and the crafted texts that resulted from the analysis. 
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Chapter Five 
 
Journeys are the midwives of thought. There is an almost quaint correlation between  
what is in front of our eyes and the thoughts we are able to have in our heads;  
large thoughts at times requiring large views, new thoughts, new places. –Alain de Botton 
 
Phase One - Visions of Slow 
 
5.1 Introduction  
 
Chapter Five is the first analysis chapter and sets out a series of understandings of 
stories of the lived experience of Slow. At their core, these stories of Slow experiences 
illustrate diverse senses of agency and vision. The stories of five advocates of Slow are 
presented with key narrative themes, with a focus on their own ways of making sense 
of their experiences in a technologically saturated world. The data collected is 
presented in the form of quotes, specific descriptions and corresponding themes.  
 
5.2 Interview one - Carl Honoré’s story 
 
On a sun-bleached afternoon in the summer of 1985, my teenage tour of 
Europe grinds to a halt in a square on the outskirts of Rome. The bus back 
into town is twenty minutes late and shows no signs of appearing. Yet, 
the delay does not bother me. Instead of pacing up and down the 
sidewalk, or calling the bus company to lodge a complaint, I slip on my 
Walkman, lie down on a bench and listen to Simon and Garfunkel sing 
about the joys of slowing down and making the moment last. Every detail 
of the scene is engraved on my memory: two small boys kick a soccer ball 
around a medieval fountain; branches scrape against the top of a stone 
wall; an old widow carries her vegetables home in a net bag. 
                  (Honoré, 2004, p. 1)   
 
Fast-forward fifteen years and everything has changed for Honoré, instead of kicking 
down the cobblestones, he is dashing through the departure lounge silently cursing 
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anyone who gets in his way. Rather than listening to music, he is talking on his mobile 
phone to his editor, thousands of miles away, whilst simultaneously contemplating 
express shipping from Amazon, the one-minute Bedtime Stories series. The thought 
of the condensed classic fairy tales into sixty-second sound bites sounds to Honoré 
like an efficient way to manage bedtime reading with his two-year old son.  
 
“Have I gone completely insane? My whole life has turned into an exercise in hurry, in 
packing more and more into every hour ... We all belong to the same cult of speed ... 
under pressure to go faster ... stretching ourselves to breaking point” Honoré (2004) 
exclaims in his book In Praise of Slow: How a Worldwide Movement is Challenging the 
Cult of Speed. It is not long after his bedtime story epiphany that he begins his quest 
to investigate the price of speed and the prospects for slowing down in a world 
obsessed with going faster and faster.  
 
“Ultimately Slow is a state of mind really” (Honoré, 2012, interview). These were the 
very first words that Honoré spoke in the interview. He said them over a Skype 
connection, via his mobile phone, from his home in London. We are meeting eight 
years after he published his international bestseller In Praise of Slow: How a 
Worldwide Movement is Challenging the Cult of Speed.  
 
I emailed Honoré requesting an opportunity to interview him, with the intention of 
revealing his lived experiences of Slow, to which he promptly responded that he 
would be delighted to have a chat. Attached to his email reply were a dozen interview 
transcripts that he had recently conducted from a variety of organisations. It was 
evident that Honoré had become an authority on Slow and was in high-demand, but 
that Slow too was gaining momentum as more and more people tried to free 
themselves from the shackles of speed.    
 
Honoré had a warm demeanour characterised by a genuine smile. The Skype 
connection commenced as a video link, so I could see Honoré sitting on a chair in 
what appeared to be a study, casually dressed and certainly looking relaxed.  
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Honoré’s opening line about Slow being a state of mind, delivered with a cross 
between an English and Canadian accent, put me at ease instantly. It also gave me a 
strong sense of his friendly disposition and manner. Whilst Honoré very openly shared 
all manner of internal and external forces compelling him to undertake a journey of 
Slow, it appeared in contrast to what seemed to be a very full schedule. His schedule 
involved numerous speaking engagements, interviews, newspaper articles, book 
deals, in addition to his young family. Such a busy life certainly did not make him the 
most obvious exemplar of Slow. In addition, he spoke so quickly and responded to 
questions at lightning speed. My initial reflection queried the space and time Honoré 
had for the deep thought, serenity and contemplation Slow demands. Possibly the 
many other interviews, his published texts and no doubt passion, had prepared him 
for the questions posed.  
 
However, Honoré appeared to sense the doubt that was slowly creeping in. How 
could someone who professed to live by the ideologies of Slow, appear to be so fast? 
 
I’m living in London, I have a lot of technology, I speak fast, I play fast, you 
know I love speed in myself - I suppose I think I am living. I do more than talk 
the talk, I am showing and arguing with words, I am living my life showing you 
can be Slow anywhere in the world ... I’m not sitting on a yoga mat drinking 
organic coffee ... and you do not have to move to the outback of Australia. 
(Honoré, 2012, interview) 
 
Honoré appears to be suggesting that Slow does not necessarily manifest itself 
outside of the body, to be seen by others. Instead he makes it clear that they are 
personal qualities, namely, state of mind, time and the manner with which you 
approach every moment of the day. These three principles permeate and guide the 
Slow rhetoric present in Honoré’s books and lived experience.     
 
5.2.1 Theme one - A State of Mind 
 
Ultimately Slow is a state of mind really. (Honoré, 2012, interview) 
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Our minds control our every thought, our every move, there is nothing we do that is 
not determined by our mind and the relationship we have with it. The state of our 
mind can determine our mood, our perception of the world and our outlook. Placing 
it as central to the philosophy of Slow emphasises choice; the choice to be and live 
fast or alternatively, the choice to be Slow. So what does a Slow state of mind look 
like? 
When did you last sit in a chair, close your eyes and just relax? (Honoré, 2012, 
interview) 
 
Honoré continues by describing a time when his life was full, filled with so many 
things that he was busy at the beginning of the day through to the end of the day, 
every day. His default setting was one of acceleration and speed. At work he was 
immersed in the fast-paced publishing environment, where data was being accessed 
quickly and deadlines being imposed even quicker. The pressure to think quickly was 
part of his job. As a result, he felt his responses were merely reactions rather than 
well-considered reflections. Every spare moment was filled with some form of mental 
stimulation. Even when the opportunity to be still arose, he would pass the time on 
his phone; surfing the Internet or playing games, never allowing himself to just be 
‘bored’. But now things have changed, Honoré describes the impact that Slow has had 
on his life:    
 
I feel like I’m doing the right number of things in the average week and I’m 
doing them at the right speed and I don’t feel rushed anymore. In essence, it’s 
about doing everything at the right speed, and the right tempo and not doing 
things as fast as possible, but as well as possible ... It’s about getting away 
from the standardisation of pace, the uniformisation of rhythm, the idea that 
faster is always better and that we only have one gear, because in actual fact 
we have lots of different gears and the pace is very personal. (Honoré, 2012, 
interview)      
 
Upon reflection I noted Slow required that Honoré transform his attitude. It was about 
changing not only what he was thinking, but going deeper and changing the way he 
was thinking. It required releasing his mind from the narrow, tightly-bound 
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consciousness of the standardisation of pace, to a more heightened intellectual 
awareness of himself and his surroundings in order to regain control and shift the 
gears. At a practical level, this revelation forced Honoré to prioritise, to select what 
was important to him and to do that well. As a result he learnt the power of “no” and 
only selected tasks that were important to him and let go of those that weren’t.  
 
A significant concept in recalibrating your state of mind to reflect Slow is 
acknowledging that “less is more”. This phrase appears to be Honoré’s mantra and it 
permeates every facet of his life. Whilst Slow is a multi-functional rhetoric, at its most 
simplistic level it could also be described as choosing quality over quantity, a key 
aspect of this cultural approach. But being able to do things well requires attuning to 
your internal rhythm. Musicians refer to this as the tempo giusto, the subjective 
interpretation of musical notation that instructs you to play at the ‘right speed and the 
right tempo’. 
 
5.2.2 Theme two - Tempo Giusto 
 
In essence, it’s about doing everything at the right speed and the right tempo. 
(Honoré, 2012, interview) 
 
The right speed and the right tempo are without a doubt the central piece of the Slow 
puzzle for Honoré, it is the fulcrum on which he hangs all of the connecting parts. In 
response to almost every question, he refers back to time and pace, and uses his skill 
in storytelling to describe the outcome of operating at too fast a speed. According to 
Honoré, at its most basic level, the way to embody Slow is to regulate the layer that 
resides on top, regulate the pace and speed in which we operate. It is this layer that 
has direct impact on the layer that resides below it: our health and wellbeing; our 
connectedness to the self; our friends, family and the wider community; and 
ultimately our outlook on the future. Honoré explains this in the quote below:   
 
Fast on that entry level, the superficial level, is just how quickly you’re 
doing things and if you’re doing things too fast you’re going to make 
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mistakes, you’re going to burn out, you won’t really engage with what 
you’re doing very thoroughly … It becomes shorthand for a whole way of 
life, so fast becomes a superficial, short-term way of thinking, it becomes 
a selfish way of thinking because when you are moving quickly you have 
no time to contemplate other people, their needs, their place in your life, 
you just become a kind of agent for personal space and you also become 
disconnected from yourself because you don’t have the time or the space 
to slow down and look inside and ask yourself the big questions: Who am 
I? Why am I here? What’s my purpose? Because all you are doing is 
charging through your life asking questions like: Where are my keys? I’m 
late for my 11am. (Honoré, 2012, interview) 
 
In the quote above Honoré paints a bleak picture of an empty shell of a person in 
their daily routine disconnected from the world, from people and their actions, 
engaging with the world at such a superficial level, happy receiving instant 
gratification, continually moving in this pattern, yet rarely feeling truly satisfied or 
fulfilled.  
 
Our first world society has become so afraid of missing out, Honoré asserts. It is an 
interesting observation that Honoré makes and one that even warrants its very own 
acronym in the Urban Dictionary (2013) - FOMO, Fear Of Missing Out (n.p.). Honoré 
claims increasingly people are becoming more terrified of saying “no”, both socially 
and in the workplace, for fear of missing out and worse still never being asked again. 
Honoré discusses the following paradox: that while we are busy rushing around 
trying not to miss out on anything, we actually end up missing out on everything 
because we’re caught up in a crazy blur. Honoré describes opportunities missed at 
work, due to the busyness of his life, and how initially he felt it as ‘missing out’, only 
to find the same opportunities return six months later when he was perhaps in a 
better place to take on the job. Exercising control over both the types of jobs and the 
number of jobs means that we are not only giving ourselves more time to complete 
them, thus doing a better job, but it also means that we are more likely to enjoy 
what we are doing, creating a flow-on effect to every other facet of our lives: our 
health, wellbeing, and relationships.  
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On reflection, the process of prioritising and really being attuned to one’s needs 
resembles a belief system. Undertaking the act of saying no in the present is about 
placing faith and trust in a higher power: if it is meant to be the opportunity will 
present itself again at a time that may be more appropriate. It is reconceptualising 
that there are forces greater than us at play and as Honoré describes “understanding 
that connections and everything is linked” (Honoré, 2012, interview).  
 
Slow is an agent that enables contemplation about other people, their needs, and 
their place in your life, and to also “look inside yourself and ask the big questions like 
who am I? Why am I here? And what’s my purpose?” (Honoré, 2012, interview). 
Honoré makes little reference to religion and spirituality, except to say that he is of 
Protestant faith, but there is a sense as he talks of Slow as connectedness to self, to 
others and to the big picture, that it resembles a sense of spirituality. 
 
In his book, Honoré likens Slow thinking to meditation. People of all faiths have been 
using meditation in their quest for inner harmony and spiritual enlightenment. A 
sense of serenity where you “put aside impatience, stop struggling and learn to 
accept uncertainty and inaction. Wait for ideas to incubate below the radar, rather 
than striving to brainstorm them to the surface. Let the mind be quiet and still” 
(Honoré, 2004, p. 107). Honoré is claiming that development of this meditative state, 
of this spirituality can be used to gain clarity, insight and wisdom.  
 
However, Honoré asserts that the human qualities of clarity and wisdom feel 
completely counter cultural at the moment: 
 
We are in constant evolution, constantly distracted and we’re constantly doing 
three or four things at once, we’re touching the surface of things and not 
engaging with them completely … we’re obsessed with what’s happening right 
now and what we have to get done in the next ten minutes. (Honoré, 2012, 
interview) 
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The constant distraction Honoré describes, the multi-tasking and addiction to speed 
are inimical to long term thinking. Honoré describes his fear for the future if we do 
not take a slower approach; he fears that there is an apocalyptic bubble about to 
burst, both economically and financially. He expresses concern for what is happening 
with the environment and the way we produce and consume food. Honoré identifies 
the huge increase in the number of people being diagnosed with chronic diseases; 
whose minds and bodies are worn out because they are not built to be in operation 
24 hours a day, seven days a week. Honoré has witnessed first-hand the dangers of 
operating at such speed and warns the outcome is counter-productive, not only to 
ourselves but also to the world in which we live:  
 
There’s not enough ferment going on and there’s too much inertia … as we race 
through our lives instead of living it. (Honoré, 2012, interview) 
 
Fermentation, literally defined, is the process of controlling bacteria, yeast and 
moulds to modify food, producing a desired product. When wine undergoes the 
fermentation process, the grape juice is joined by other ingredients, resulting in the 
chemical reaction that produces the wine. This process can take anywhere from five 
days to fifty years. With this definition in mind, Honoré’s metaphor captures a sense 
of time, effort and transformation that pervades his thoughts and writing. However, 
Honoré’s use of the word ferment is one of only two references to Slow Food, which 
is quite unusual since Slow Food was the foundation the Slow Movement. Honoré’s 
second reference is provided below, giving some insight into his relationship with 
Slow Food: 
 
The Slow Food movement based in Italy is one approach to social change which 
is the Mediterranean, Latin, Catholic, very right, hierarchical approach. You have 
a constitution and they hand down truths on tablets of stone and they say that 
you’re slow and you’re not, and we’re slower than thou. (Honoré, 2012, 
interview) 
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Honoré’s sentiments are in stark contrast to the poetic and romantic description of 
Slow Food that he provides in his book In Praise of Slow of his time in Bra, when he 
met Slow Food founder Carlo Petrini. Since the book was written, almost eight years 
ago, it is evident that Honoré’s thinking around Slow Food has progressed and as 
with any relationship, the journey has brought about a change of the ideas that once 
were. It is evident that for Honoré, Slow is subjective and as unique as each 
individual: Slow embodies the need to recalibrate your tempo, to harmonise your 
internal rhythm and that provision of a set of rigid structures and rules prevent Slow 
from taking on the organic, malleable form that is required to ensure it is inclusive of 
all people, regardless of age, ethnicity, or socio-economic status. This view of 
individual and subjective adoption he feels is one that the Slow Food organisation 
has strayed away from and replaced with one that is too rigid and structured to be 
relevant in the twenty-first century.           
 
5.2.3 Theme three - Technology 
 
For the nimble, fast moving, creative, social networked global economy 
we need totally different kinds of people, who think differently … and I 
feel that technology is an important part of it. (Honoré, 2012, interview) 
 
Honoré shared the reflection above when challenged in the interview to combine the 
philosophies of Slow with the technology-rich world we live in. He was asked: “Was it 
possible to bring such differing dichotomies together?” Whilst he expressed his belief 
that technology conditions us to expect things faster and often instantaneously, he 
asserts that it is not the fault of the technological device but instead our misuse and 
abuse of the device that is backfiring on us and as a result affecting our economy, our 
private lives, our health and our enjoyment of the moment. He uses the example of 
the twenty-first century education system to further emphasise this belief: 
 
We’re groping around a little in the dark now trying to work out how we 
integrate technology into education and it appears that technology is just 
thrown into the mix so we carry on having traditional pre-technology 
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education with additional high-tech in the false belief that it will make it 
better. The whole education ethos is bequeathed by really a nineteenth 
century approach to learning. (Honoré, 2012, interview) 
 
When challenged further about exactly how we could rethink education within a 
Slow framework Honoré is not quite sure, but he did provide a lens through which 
the twenty-first century learning environment can be viewed. He proposed a view of 
education as one that balances both Slow and Fast. Education could be about 
creating an environment where you have instant access to the vast store of 
information and the opportunity to quickly exchange information with peers, 
teachers, and experts in the field but, and he stresses the importance of this, one 
which is characterised by a pedagogy that nurtures the slower forms of learning 
where students have the time and space to just read a book, or are provided with 
time to solve a problem on their own. Honoré describes this learning environment 
as: 
 
Gear shifting between Fast and Slow … the balance will unlock the educational 
connection and Slow is a wonderful way to think about it because it’s saying we 
are not anti-speed, we care about trying to do things at the right speed. 
(Honoré, 2012, interview) 
 
5.3 Interview two - Geetha Narayanan’s story 
 
The Parrot’s Tale 
 
Once there was a bird. It was an utterly foolish bird. It sang songs, but did not 
read the scriptures. It flew, it jumped but did not have the faintest sense of 
etiquette.  
 
The King said, “Such birds? They are of no use at all. They only eat the fruits in 
the orchards and the royal fruit-market runs a deficit.” 
 
He called the minister, and commanded, “Educate it.” 
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The King’s nephew was given the responsibility of educating the bird, so he 
employed scholars to assess the reason behind the foolishness of the bird. The 
scholars concluded that learning could not be stored in the tiny nest that the 
bird had made with just chips and twigs. So they set out to build a large cage for 
the bird, they filled the cage with books and ensured daily that they cleaned and 
polished the cage. Whoever saw the cage said “Bravo! Learning is going to 
overflow!”  
 
The King wished to see for himself the lightning speed at which education was 
proceeding. When he reached the cage he was greeted with a chorus of bells, 
drums, harps, flutes, lyres, cellos, violins and other instruments. The King was 
amazed and extremely pleased.  
 
Someone hiding in the bush yelled, “Your Majesty have you looked at the bird?” 
He went in once again and asked to see the method of educating the bird. And 
he saw it. Very pleasing indeed. There was no corn in the cage, no water either. 
Only heaps of pages had been torn out from heaps of books and with the tip of 
a pen those pages were being stuffed into the bird’s mouth. There was no room 
in the mouth for the bird to squeeze out a cry, let alone a tune. It was a terribly 
pleasing sight.  
 
The days passed, and the bird was on his last legs. But still, the bird showed 
some of its bad habits, it would look at the morning sun and flap its wings and 
even attempt to break the rods of the cage with its beak, “What audacity!” the 
administrators would exclaim.  
 
Soon after, the bird died, no one actually knew when. The nephew proclaimed 
“Your Majesty, the bird’s education is now complete”. The King asked “Does it 
still jump? fly? sing?” “No” the nephew replied. The King asked to see the bird. 
It didn’t open its mouth and didn’t utter a word. Only the pages of books stuffed 
inside its stomach raised a ruffling sound.  
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Outside, where the gentle south wind and the blossoming woods were 
heralding spring, the young green leaves filled the sky with a deep and heavy 
sigh. (Rabindranath Tagore, 1918)  
 
Geetha Narayanan, a speaker at the 2008 EdMedia Conference in Vienna, Austria, 
commenced her keynote with a reading of ‘The Parrots Tale’, a parable written by 
Rabindranath Tagore, a writer and poet, to describe the education system that 
existed in India at the time. Narayanan used this story, and its powerful message, to 
draw parallels to today’s world, in particular to education, the role of technology in 
education and the marginalisation of creativity.  
 
Narayanan, in her interview with me, argued that whilst greater access to technology 
and better connectivity had the ability to deliver faster learning for more students 
across greater distances in shorter periods of time, this current design needed re-
evaluation. Narayanan claimed that we need a new educational paradigm that can 
harness technology to create a sense of wellbeing and orchestrate a recovery of self 
for young people, especially those who have been alienated and excluded.  
 
Narayanan spoke of the prophetic forecast from Lyotard and his prediction that the 
miniaturisation and commercialisation of machines would change the way in which 
learning was acquired, classified, made available and exploited (Lyotard, 1979/1984). 
The postmodern era Lyotard described is one of enormous change, resulting in 
significantly altered societies based on economies of information. Narayanan, in her 
interview, painted a vivid picture of such change and quoted Bruce Mau’s question 
“Now that we can do anything what will we do?” 
 
The work of Lyotard and Mau called Narayanan to action. Her response to Mau’s 
question lead to the inception of Project Vision: a project designed to re-envision a 
new educational system that supported and fostered both personal and social 
transformation in twenty-first century learning. Project Vision translated ideas 
normally associated with the after-school movement or non-school movements into 
full day learning projects.  
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In her interview Narayanan, challenged the form of schools, moving from traditional 
structures to occupying spaces/crevices that integrated with the city: 
 
Shifting the notion of a school from a fixed place to a set of spaces that exist and 
operate simultaneously within and without the community. It does this in a way 
where flows of knowledge and understanding are created at and through many 
levels - physical, emotional, cognitive and psychological - in ways that interact, 
making the end transformative. (Narayanan, 2012, interview) 
 
During the keynote presentation, Narayanan took us on a virtual tour of the Srishti 
Design School in Bangalore. She displayed images of students sitting serenely in the 
Nandi Hills, discussing the interactions they were observing between living organisms 
and non-living components in a natural habitat. The virtual tour moved on to a 
technology-rich learning environment where students wrote, performed, recorded 
and edited their own radio program. Each image in the virtual tour was a reflection of 
Narayanan’s own educational ideologies.  
 
At the core of Project Vision, the learning is a slow, long, community-based process, 
with projects that can run over a year. The curriculum is not fixed and is often the 
subject of constant negotiation between teachers and students. It draws from the 
life-world of children and is based on direct experience which can be challenged, 
negotiated or contested - a model that Narayanan (2006) describes as “non-content, 
first-person oriented experiential learning that facilitates the healing or resuscitation 
of the human spirit” (p. 8).   
 
Narayanan asked educators at the EdMedia conference to make critical and conscious 
choices of method, of processes, and of the tools used in teaching, to break the 
structure of conventional thinking and create a more critical transformatory form of 
thinking. In her concluding sentiments she cites the work of Manzini, Fuad-Luke and 
Holt as proponents of transformatory thinking, who Narayanan acknowledges have 
been trying to engineer a shift from a techno, economic and politically centric world 
to one that centres on the wellbeing of the individual, the community, and the 
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environment. She speaks briefly of Slowness as an antidote for twenty-first century 
society and does so through the use of four key concepts: lightness and exactitude, 
first person consciousness, context and progressive thinking. Each will be explained 
and illustrated using quotes from Narayanan’s interview.   
 
5.3.1 Theme one - Lightness and Exactitude 
 
Three years after the EdMedia conference, Skype wizard is ensuring that the audio 
and video connections are working properly in anticipation of Narayanan’s interview. 
The Skype connection began as a video connection, so I was able to observe 
Narayanan sitting behind her desk in an office, the vivid colour was gone and she was 
surrounded by natural wooden colours and muted tones.  
 
Whilst Narayanan is small in stature she radiated enormous presence. As we began 
conversing I was struck by the intensity of Narayanan’s warmth and willingness to 
share. Her passion and honesty were so genuine and warm that she made me feel like 
an old friend. 
 
Slowness is light and exact; these are two characteristics Narayanan has developed 
since that conference presentation through her doctoral studies. She shares the 
following observation of lightness and exactitude from her work with teachers: 
 
When I watch teachers use the Internet they say go and get this information 
and come back and there is a huge amount of data that children do not know 
what to do with, and then they cut and paste, they just plagiarise a whole lot of 
content and that process also turns the teacher against ICT too, because they 
acknowledge that students have learnt little from it … (Narayanan, 2012, 
interview) 
 
From the story shared by Narayanan it appeared that lightness in Slow was about 
providing students with learning experiences that are solid, lack conjecture, and 
develop students’ critical habits beyond the guess work, cut-and-paste activity 
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described above – with lightness a reference to a mind that is open and inquiring. In 
addition, during the interview Narayanan describes exactness in Slow as a process that 
is highly controlled and ensures that the analytical process produces the desired 
results. In the story shared above, the use of the Internet must be exact; specific and 
scaffolded activities to ensure that students are able to access information and data.  
 
5.3.2 Theme two - First person consciousness 
 
Slowness allows for the first-person consciousness to have primacy over the 
third-person. (Narayanan, 2012, interview) 
 
Narayanan’s statement above is a reflection of the message she delivered at EdMedia 
and her use of the movie The Matrix to describe the two choices we have in life: the 
choice between ignorance (which could be bliss); and that of an ‘examined life’. The 
first option will leave us where we are now, “in a life consisting of habit and secure in 
the safety of our beliefs” (Narayanan, 2006, n.p.) what Narayanan terms conventional 
thinking. The second option represented the unknown, as Narayanan asserts: “it 
symbolises risk, doubt and questioning. Making a choice may mean that you need to 
gamble your whole life and lived world for a reality you have never experienced … to 
motivate one to continue the quest for a reality that is beyond the present” 
(Narayanan, 2006, n.p.). The second option is what Narayanan identifies as critical or 
transformational thinking. Her suggestion is that the thinking that currently 
dominates is conventional, third-person thinking. Throughout the interview 
Narayanan suggests that educators need to ask more of technology, for example can 
technology help orchestrate a sense of wellbeing? It is through challenging 
conventional thinking that Narayanan identifies educators will awaken first-person 
consciousness; take risks, doubt and question technology’s place and purpose in 
learning and our lives – this is transformational thinking.  
 
Transformational thinking, Narayanan claims, is breaking the structure of 
conventional thinking. She describes the process of Slowness within the realm of 
transformational thinking and sense making as comprehension, constructing meaning 
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and patterning. In the first-person consciousness, this involves memory making, 
metaphors and analogies which allow a person to own and tell their story in a way 
that makes sense to them.  
 
As director of the Srishti School, Narayanan works closely with both the students and 
teachers, and shares one of her experiences: 
 
We gave every child a laptop, but without Internet access. This meant that we 
had to design interactions and create forums in-house. The result was students 
used the devices as a place for storing their memories about school in the form 
of photographs or works - they created an archive for themselves. This was an 
emphasis on memory, something not previously valued because in a paper and 
pencil era you couldn’t work with memory. (Narayanan, 2012, interview) 
 
The significance of the statement above is a demonstration of how technology can be 
used to trigger the affective domain, not just the analytical domain. As Narayanan 
describes the process students undertake through the collecting, archiving and 
curating of their work as representations of moments in time, she notes that an 
awakening of the intelligences occurs or, as she refers to it, as emotional design: 
 
In order to awaken the senses we must value experiences of a first-hand nature, 
the first person consciousness and experiential learning is far more important in 
today’s world than just living vicariously off the Internet. (Narayanan, 2012, 
interview) 
 
Narayanan emphasises the importance of emotional design and awakening the 
senses to everything around us, previously taken for granted. She implores, it is 
through awakening and a heightened awareness of first-person consciousness that 
one develops a connection with life, which Narayanan states is foundational to Slow. 
In the interview, at this juncture, Narayanan’s vocal inflection and pitch is 
characterised by an upward change as she excitedly described an ‘a-ha’ moment 
experienced in one of the projects the day before this interview. She described a class 
of 12 and 13 year olds who were so used to ‘Googling’ their information that the 
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whole concept of an atlas was lost to them. So the teachers had to describe the 
purpose of an atlas, the type of information contained within one and how the 
information was put together. The teachers decided to take the students to the 
library and the students spent hours exploring, looking, touching and smelling the 
pages of the atlas. Narayanan uses the following metaphor to describe the depth of 
exploration and awakening as: 
 
If you want to study something [e.g. an atlas], study means pouring over an 
atlas … when you pour into something you truly immerse yourself into 
something. (Narayanan, 2012, interview) 
 
Again Narayanan is proclaiming the importance of first-person consciousness in 
education. She describes the act of immersion, or pouring over an atlas, as the 
connection between sensory awareness, student and place, inviting students into the 
present moment. This, Narayanan states, can have a transformative impact in bringing 
sustainability of life to educative experiences.  
 
5.3.3 Theme three - Context 
 
Perhaps the most challenging point that Narayanan raises is that of the loss of 
context. Whilst it is no surprise that Narayanan attributes the loss of context to the 
lightning speed in which ‘knowledge’ arrives in real-time from across the globe. It is 
an interesting perspective, given the widely accepted view that technology easily 
broadens context through use of social networking sites such as Facebook and 
Twitter. Narayanan describes the impact that technology and access to information 
has had on context:  
 
We have more information at our disposal about different contexts, but the 
distinction needs to be made between information about different spaces and 
contexts and having a deep understanding of it. (Narayanan, 2012, interview) 
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Narayanan appears to lament the ease of access to, and superficial engagement with, 
information that technology has brought about. She acknowledges that access does 
not necessarily allow students to view themselves as an inherent part of space and 
context nor encourage them to develop a deeper meaning of context and the 
intricacies of space. In the twenty minutes that follow the initial discussion about 
context, the tone of the conversation changes slightly. The erosion of context, 
Narayanan posits, is due to society’s increasing lack of understanding of the following 
components: data, information, knowledge, understanding and wisdom. She 
describes the components on a continuum using what she refers to as ‘contextualised 
intelligences’ as the distinction between each of them. She claims that learning 
should be concerned with an “understanding at a cultural level, at a contextual level, 
at an emotional level and then having the wisdom to live in an interconnected global 
world” (Narayanan, 2012, interview).  
 
In the interview, I questioned the possibility of having local, contextualised knowledge 
in a high-speed global interconnected world. Narayanan responds by asserting that it 
is possible. However, she qualifies that in education it requires “a very well mediated 
set of programs to make it happen … more than just access to the Internet or to a 
twitter feed about the social media uprising in Libya … you need to develop a way of 
thinking that makes this availability of information mediate that” (Narayanan, 2012, 
interview). Narayanan’s interview and beliefs appear centered on transformative 
thinking and first-person consciousness. She states that education must provide 
students with activities that are light and exact, stimulate awareness of the senses, 
emotions and provide opportunities for inquiry and immersion and most importantly 
offer more than simply access to the Internet or social media applications. For it is 
through such transformative thinking, Narayanan states, that students will develop 
wisdom to engage in deep relationships with the world.  
 
5.3.4 Theme four - Progressive 
 
By slow I don’t mean conservative, I do mean progressive. (Narayanan, 2012, 
interview) 
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Narayanan conducted an 8-year, longitudinal study on changing teaching practices in 
India between 1994 and 2002 (Narayanan, 2004). The study concluded that slow, 
incremental changes to teaching practice as opposed to system-wide, enforced 
change was more likely to produce long-term benefits in terms of learning and 
teacher pedagogy. Interestingly the Slow approach to change did not resonate with a 
lot of educators, who then, as a result, became conservative. Narayanan’s response to 
this finding was to locate people who were interested in changing themselves as well 
as changing education, as she describes: 
 
Slow is about how we look at food, how we look at the design of experiences 
within the home … it’s about an interest in changing yourself as well as changing 
education. (Narayanan, 2012, interview) 
 
Narayanan’s enthusiasm for Slow is infectious and her assertion above can empower 
and motivate others to take on the challenge of change.   
 
5.4 Interview three - Nicky Gardner’s story 
 
“Almost too fast”, says the vicar [of the world surrounding him] as he busily feeds 
ducks in a little nature reserve that is squeezed into a fragment of empty land 
between the Regent’s Canal and the railway lines that lead into St Pancras. 
Camley Street Natural Park is a refuge from modernity, a sanctuary where 
travellers who have been catapulted from Paris to London in 137 minutes can 
relax and wait for their souls to catch up with them.  
 
Camley Street is special. There is hazel, willow and silver birch. There are reed-
beds. “In summer, I come down here and listen to the reed warblers,” says the 
vicar. On the viaduct just a few metres away behind us, there is the distinctive 
low purr of a Eurostar train leaving St Pancras for the continent. “Hard to 
imagine, is it not, that in just an hour they’ll all be in France,” whispers the vicar, 
anxious not to disturb a lively siskin that is busily searching for seeds just in front 
of us. (Gardner & Kries, 2012, p. 4-5) 
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This excerpt comes from the feature article “Sanctuary: In the Shadows of St Pancras” 
in the Spring, 2012 issue of the Hidden Europe travel publication. It instantly 
transports the reader to Camley Street, and the small area of wilderness that lies 
between St Pancras and Kings Cross railway stations in London. Gardner and Kries 
intrigue their readers by describing the significance of London railway terminals in the 
1800s, and the small sanctuary that houses the remains of the Old St Pancras Church 
(one of the oldest churches in European history). It is here that the headstones of 
Benjamin Franklin’s illegitimate son William, and Johann Bach’s son – Johann 
Christian, amongst others, sit stacked side-by-side, like a deck of cards. It’s a space 
most would not have known existed; but the words, the history, the culture and the 
people described in the article urge the reader to explore further. This awakening of 
the senses is captured poignantly in the introduction of the magazine, Hidden Europe, 
written by Gardner, the third interviewee in the first phase of my research, and 
Susanne Kries. It is an introduction full of promise and possibility:             
 
Hidden Europe is an English language magazine. We publish good writing that 
evokes the spirit of Europe’s diverse landscapes, conjure up a sense of place and 
probes the curiosities of our continent’s diverse cultures. Our brief is Europe 
wide, and we criss cross the continent to bring our readers some of Europe’s very 
best travel writing.  
 
We promise a fresh perspective on well-trodden trails, and a cool look at 
undiscovered corners. Crisp, clear and well informed. Sometimes calculated to 
make you smile, and always managing to make you think. 
 
We invite you to look beyond the usual tourist trails – or, if you prefer, stay at 
home, take out an atlas and enjoy our enthusiasm for the offbeat, the eclectic 
and the everyday that all make Europe so special. (Gardner & Kries, n.d., para. 1-
3) 
 
Article after article Hidden Europe magazine delivers on the editors’ promise of 
insightful prose, portraits of remote communities, and diverse landscapes. 
Interestingly their preference for methods of transportation, in particular rail travel, 
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succeeds in the quest to “evoke the spirit … conjure up a sense of place that probes 
the curiosities” (Gardner & Kries, 2015). 
 
The style, calibre and passion of the magazine suggest its editor, Nicky Gardner, may 
be an appropriate choice of interviewee for this research. An exchange of emails 
arranges a mutually suitable time to speak. Gardner resides in Berlin, so the time 
difference makes arranging a meeting challenging. Excerpts from the email exchange 
are included here as they indicate Gardner’s approach to Slow living and Slow 
thinking: 
 
Feb 27, 2012, at 7:35 PM 
 
It would be best if you called our office number (below). And of course we should 
agree to a time that suits us both. I am aware of the big time difference, so let's 
make sure that neither of us has to think of slow matters at a time when our 
brains would rather be asleep.  
  
With all good wishes 
Nicky 
 
Feb 29, 2012, at 7:04 PM 
 
But please say if, as the time approaches, you find that the timing is less-than-
perfect. I am very happy to reschedule as necessary. I walk to our local market 
Saturday mornings (a creature of habit you see), but I'm usually back here by 
10.30 am. 
 
With all good wishes 
Nicky 
 
The timing of the interview is such that it directly follows Gardner’s trip to the local 
markets. In her opening statement, Gardner’s words, voice, tone and pace create a 
distinct impact. She is welcoming, articulate and her voice is soft, and slow. Her 
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tonality, images of her body language and the way she answers some of the questions 
suggest Gardner truly embodies the serene, deep and Slow life. To create a non-
threatening atmosphere and establish a rapport the interview began with a question 
about her visit to the local markets this morning. She responded by saying: 
 
I always, always go to the market on Saturday mornings when I’m in Berlin and I 
always go to the market during the week as well, usually on Wednesdays … I like 
to prepare food from scratch, taking time to do things. Thinking carefully before 
you take short cuts in time. You know, what really am I trying to save here? And 
those I think are important life skills that benefit all of us. (Gardner, 2012, 
interview) 
 
Gardner’s biography lists her interests, beginning with Slow Travel as the first dot 
point in a list that includes items such as minority cultures, island communities, 
borders and frontiers, rail and ferry travel, amongst others. Also included in her 
biography is a brief description of how she came to be a travel writer: 
 
I was of course keen on travel and most certainly interested in words and 
language. But I never really made the connection between the two. I had jobs 
where I wrote a lot: policy papers and reports, really boring stuff. Nowadays I 
look back in horror at all those words penned to so little effect.  
 
I have often been impressed by the power of landscape, and have lived and/or 
worked in areas full of evocative scenery: the hills of mid-Wales, the Irish coast, 
the dusty plains and badlands of southern Alberta, the edge of the Sahara, and 
wistfully beautifully areas of lakes and forest in central Europe.  
 
Another key interest, going back for years, has been in cultural difference. I’ve 
often made long journeys to go to villages or parts of cities where folk speak a 
different language or profess a different religion from most people in their area. 
Minorities are tantalising. Perhaps it is only by understanding others that we 
begin to comprehend ourselves.  
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Nowadays, I write about people, places and communities across Europe. And 
about landscapes that mark my soul. These may be remote mountain valleys, 
but they may equally be scarred industrial wastelands. There is beauty even in 
dereliction. And there is something fascinating about the mosaic of languages, 
cultures and beliefs that one encounters in travelling around Europe.  
 
Landscape and people – both inspiring. And these are the two main themes that 
inform my daily work as a writer. Of course there are others. Slow travel is 
important. It is not just a question of taking the slow train rather than the sleek 
modern express. It is a state of mind. Taking time to savour the journey. From 
time to time I write about rail travel. Odd really, as I don’t know one end of a 
train from the other. But trains are seductive and I’m learning. Of course, I write 
about boats and planes too. (Gardner, 2009) 
 
Gardner’s biography reveals an old and well-worn soul, marked, moulded and shaped 
by the vast experiences of her travels. Her words encompass her passion for travel 
writing and her extraordinary ability to see beyond the surface of landscapes and 
people to uncover hidden truths and insight.  
 
Gardner’s interview reveals three main themes: savouring the moment and the 
unexpected; journeys are the midwives of thought; and connectedness – in places and 
in self. Each will be explained and supported through use of relevant text from 
Gardner’s interview and written works. 
  
5.4.1 Theme one - Savouring the moment and the unexpected 
 
I sometimes … I just hate giving interviews to people I have to say it’s one of the 
most pressurised moments I have. (Gardner, 2012, interview) 
 
Gardner’s opening sentiment gives me a clue about her empathetic disposition and 
caring nature. At a deeper level, her concern for me gave me insight into what is a well 
formed sense of emotional intelligence. Gardner very openly shared all manner of 
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internal and external forces that compelled her to begin this journey of Slow. She 
began by claiming that Slow was an attitude:  
 
Ultimately I really do think it’s an attitude towards life. (Gardner, 2012, interview) 
 
Gardner talked very eloquently about an attitude that is attuned to savouring each 
and every moment, an attitude that thrives on relishing the unexpected, and an 
attitude that is open to new and unfamiliar experiences - imperatives for Slow living. 
Her tone became markedly more animated, with a smile in her voice as she recalled 
the following experience: 
 
Susanne Kries, who edits Hidden Europe with me, and I had a lovely journey a few 
weeks ago when we came back from London to Berlin by train. It was snowing 
and the trains were seriously delayed, this lead to actually some quite spectacular 
diversions because we went from London to Brussels, that was all fine. But mid-
afternoon when we thought we would be speeding on our way to Berlin, we were 
instead going south to Paris because there were no trains to Germany and then 
we went to Paris and then we got a night train to Hamburg. Glorious, glorious 
waking up in the morning in sleeping cars! The train arrived in Hamburg on a 
deliciously bitter cold winter morning. And then we hopped onto the train from 
Hamburg back to Berlin. All of which was a very, very long way around travelling, 
I guess something like 2,000 km to do a journey, which in fact is only about 1,000 
or 1,100km. But I mention it because it was a journey we shall always remember. 
(Gardner, 2012, interview) 
 
In response to a question concerning an inclination to frustration at what would have 
been seen by many as an inconvenience she replied: 
 
In truth, we picked up a copy of the form under which one can claim back when a 
journey is severely delayed like that. We could have claimed back 50% of the cost 
of the train ticket … At the end of the day, this was an absolutely marvelous 
journey. We had so many good experiences of being able to – never would we 
have dreamt that we were going to go to Paris at all. We never would have 
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thought we would have had the comforts of travelling through Europe in a really 
lovely sleeping car, crisp clean cotton sheets, waking up on the Sunday morning 
in Hamburg to a really thick frost. And savouring and enjoying the unexpected 
things that are often the best things about travel. They’re often the best things 
about life! (Gardner, 2012, interview) 
 
It appeared that at the heart of such an experience was an attitude of openness and a 
willingness to experience all things. Gardner and Kries seemed to possess a state of 
mind that was open and eager for new sights, sounds, experiences, culture, and 
people. For Gardner, Slow was a focus on the journey – it was about exploring all 
paths and savouring each moment without the imposition of time.  
 
5.4.2 Theme two - Journeys are the midwives of thought 
 
The anticipation of arrival shouldn’t just completely dominate the journey. 
(Gardner, 2012, interview) 
 
As the story about Gardner’s and Kries’ unexpected train journey demonstrates, a 
journey should be enjoyed as much as the destination. Gardner’s (2009) website A 
Manifesto for Slow Travel begins by identifying a subtle shift that she believes has 
occurred in how we think about travel. She claims that travel (the getting to and the 
coming back) is rarely valued for its own sake, but has been recast as an 
inconvenience that intervenes between our point of departure and our intended 
destination. Yet, Gardner questions where would we be without the slow journeys of 
yesteryear, adventures such as Patrick Leigh Fermor’s long walk across Europe, 
Isabelle Eberhardt’s remarkable wanderings through the Maghreb, or Freya Stark’s 
travels with a donkey through the Arabian winter.  
 
Slow travel re-engineers time, transforming it into a commodity of abundance 
rather than scarcity. (Gardner, 2012, interview)    
 
In the busyness of the twenty-first century, the possible transformation of time as a 
‘commodity of abundance’ would appear to be as valuable a discovery as the fountain 
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of youth. However to Gardner the opulence of time is easily attainable. She questions 
people’s priorities, “A lot of people who are saying that they don’t have time, really 
have to think very carefully about what it is that they’re saying they don’t have time 
for?” She attributes this lack of time as an overcrowding of the aspirational part of 
their brain with such a strong wish list of things they must do and want to do that they 
then actually find themselves with little time to spare. Gardner notes in the interview: 
 
Journeys are the midwives of thought … If every businessman in Germany could 
be persuaded to take the slow train and gaze out of the window, they might get 
better ideas about strategy; about goals for themselves, for their companies, for 
the team that they lead or the team that they work with; making time for 
thought is one of the greatest challenges of our age. (Gardner, 2012, interview) 
 
Gardner appears to be stating that the world is already crippled by too much 
information and too little time to think. ‘Always on’ means no time to reflect critically 
on the bigger picture, undermining the foundations of that which we know. The 
inclination, capacity and time to reflect, through deceleration, will provide us with 
time to understand communities, time to get to know individuals and time to reflect 
on what really is best.    
 
Gardner believes that the metaphor “enjoying the journey rather than the 
destination” can be applied to education too. She describes the people who are 
destination-driven in their own life as often being very goal driven; these are the 
people who miss out on the process. She laments that education has become far too 
goal orientated, with the process becoming only a means to an end. Curriculum and 
educational policy could be of greater relevance and benefit, Gardner claims, if 
students were encouraged to “enjoy the process of education rather than the 
certificate you get at the end of it” (Gardner, 2012, interview). 
 
Universities have a wonderful role to play; it’s almost this idea of the affirming 
spark of civilisation in any society. (Gardner, 2012, interview) 
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Gardner has had a fair amount of contact with universities and has given many guest 
lectures over the last few years. She recognises the successive waves of innovation 
that have occurred in higher education over the last 30 or 40 years, and in particular 
the enormous potential that technology has brought to education. However, her 
reading of academic literature has witnessed the dominance of two words - economy 
and efficiency – as Gardner explains: 
 
When has there ever been a wave of innovation and education which has been 
trumpeted for being enjoyable and doing and enhancing enjoyment of the 
process of education? It seems to me that we’ve become very, very directed 
towards the product at the end with insufficient emphasis upon the process. And 
there I think are some very nice parallels with Slow Travel. (Gardner, 2012, 
interview) 
 
There needs to be a greater focus on learning for pleasure, Gardner claims. She 
acknowledges that within the process of education with its overcrowded curriculum, 
assessment-driven model, and focus on outputs, people have lost sight of that spark 
which focuses on pleasure and wellbeing which, in turn makes good human beings.  
 
5.4.3 Theme three - Connectedness 
 
5.4.3.1  To place 
 
Just as the sun set, I caught a glimpse of peat red rills, of deep fissures in the 
slate, and rough-hewn steps in the rock. There was a moment, just as dusk 
slipped into night, when the birds fell silent. Even the call of the curlew faded. I 
was a thousand miles from Wales, but that night I dreamt of Wales. I stood on 
the bank of the Teifi as it meanders around Tregaron; I touched the heather-
clad Cambrian grits, and stumbled up the ancient pony track that edges its way 
into the heart of Rhinog mountains.  
 
I have not lived in Wales for years. Yet Wales still haunts me. Ever more with 
every passing year. I return from time to time for another fleeting encounter 
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with the Welsh hills, to watch the sandbanks grow on the Mawddach as the tide 
runs out at dawn on a summer morning, and to drive the old drovers’ road from 
Tregaron over to Abergwesyn. That narrow strip of worn tarmac, little more 
than a dozen miles in all, is my favourite road in all the world. The road, the 
communities at either end of the route, and the scattered farmsteads along the 
way, are the very epitome of Welsh-speaking Wales. (Gardner, 2008, p. 10) 
 
An excerpt from Gardner’s article “The road to Abergwesyn”(Gardner, 2008) is 
testament to the depth in which Gardner engages with each unique space and place. 
Her writing reveals an empathy and respect for her surroundings and it is clear that 
she reveres each landscape for all its glory, rather than regarding them as a nuisance 
that one must traverse to reach a particular destination. This excerpt, and the many 
others like it in Hidden Europe, focuses on a single point, describing it in fine detail, 
filling several pages, whereas many other travel writers appear to write with a 
different purpose. They write of six different countries in six different pages with little, 
if any, serious engagement with the atmosphere, the tone, the moment of being in 
those places. Gardner explains:     
 
There is something about the relationship between you as actor and the 
observed. The relationship between you and place … As a landscape, it’s no 
longer just to be engaged with. This can become almost pyretic. (Gardner, 2012, 
interview) 
 
Being able to immerse one’s self in a place more intimately, for Gardner, is likened to 
a pyretic experience (feverish) to be coveted, a phenomenon. In her publication “The 
road to Abergwesyn” (Gardner, 2008) Gardner describes a city square in a small town 
as a place not designed for tourists, but rather as a context for everyday lives. “It 
deserves more than a casual glance – cityscapes are there to be studied and observed 
in more detail” (Gardner, 2008, p. 13). Gardner likens this to the same way that French 
Geographer Vidal De La Blache immersed himself in the environment he studied, the 
Slow traveler deliberately avoids the false authenticity bred from the glossy travel 
magazines and instead chooses to take to the back streets, linger longer and try to 
understand what makes a community tick. They skip global coffee chains, instead 
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sipping lattes from locally owned cafes, eating good regional produce, using local 
transportation and visiting places cherished by the local community (Gardner, 2008).  
 
Connectedness to place emerged from Gardner’s words in publications and in the 
interview, as a strongly held philosophy in her Slow approach to life. However, in 
addition to place, Gardner speaks also of connectedness to self. 
 
5.4.3.2  To self 
 
 These issues of religion, of landscape and meticulous style of writing are very 
much bound up with each other. (Gardner, 2012, interview) 
 
Before speaking personally to Gardner, her strong sense of spirituality and 
connectedness to self and place had emerged as a theme emanating from her writing. 
For example in her travel articles she describes the drama of seeing great mountains, 
endless rolling forests, deserts and so on, while being equally enamored with the 
unspectacular landscapes. Gardner describes a journey that begins with a rapidly 
changing landscape that soon becomes repetitive. And, she claims, that it is in the 
repetitiveness she witnesses great beauty, and she likens it to the repetitiveness of 
the psalms of the Liturgy of the Hours, or the vespers in the Divine Liturgy. Gardner is 
a Roman Catholic, but is very much interested in Orthodox spirituality, for it is in the 
very quiet, usually long slow protracted Orthodox services, she finds affirmation of the 
human spirit:    
        
They are spurs to meditation, and only much later can words flow. (Gardner, 
2008, p. 13) 
 
Gardner warns that if we don’t take a little bit more time, and step away from the 
busyness of life, to enjoy the process, there will be significant implications to us in the 
long term. It will require people with vision to start making the point, forcefully and 
constructively in businesses and in educational institutions, and whilst she 
acknowledges the danger to the environment from excessive flying, there are greater 
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dangers to ourselves and our own psyches from years of over work and busyness set 
within an absence of connecting to self through meditation and reflection and such 
dangers will be more dramatic and far more deleterious than global warming.  
 
For Gardner, Slow is progress. It involves “making choices and being discriminating 
about our options” (Gardner, 2012, interview), bringing us back to where we began, 
because ultimately to live Slow will require a change of attitude towards life. 
 
5.5     Interview four - Pauline Tresise’s story 
 
Slow Food Perth is a convivium (gathering or organisation) of Slow Food that was 
established to "build networks between grower and eater, agriculture and market, 
community and world” (Slow Food Perth, n.d.). Pauline Tresise has been involved in 
Slow Food Perth for over ten years and in a leadership capacity for approximately 
seven of those years. Her role involves leading the committee: talking to farmers, 
producers of food and other members of the community to discuss what they are 
doing; initiate projects; and organise a variety of events. 
 
While Tresise is technologically savvy, initial contact was made via email, she explains 
that she has made the conscious decision to minimise the depth of technological 
infiltration into her life and therefore, Skype is not an option. The interview is 
therefore conducted via the telephone. 
 
Tresise is a quiet-natured and softly spoken person who contributed responses in an 
often precise and to the point manner. Her phone demeanour expressed passion and 
determination to ensure that, during her time as co-leader at Slow Food Perth, impact 
would be made.  
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5.5.1 Theme one - Connectedness  
 
Throughout the course of the interview it became clear that Tresise held the notion of 
connectedness to others and to culture as vital elements of Slow. The importance of 
this element has developed over many years and is discussed in the following section.  
 
5.5.1.1 To others 
 
Tresise's interest in Slow Food began when she was overseas, when she joined a 
convivium in Italy. Upon her return to Perth she co-established Slow Food and has 
developed the group into a thriving community which currently boasts 200 members 
which include chefs, cooks, families, producers, retailers, students, food merchants, 
winemakers and scientists (Slow Food, Perth, n.d.). Whilst Tresise maintains a 
leadership role within Slow Food Perth, throughout the interview, her emphasis was 
on the importance of community. Tresise attributes the success of Slow Food to the 
collective:  
 
It is more than a few people in charge of a group of people, and it is the coming 
together of a group of people with a diverse range of ideas. (Tresise, 2012, 
interview) 
 
In the quote above, Tresise emphasises the importance of the group to generate new 
ideas and initiatives. She continues by listing many of the projects and events Slow 
Food have initiated and run, events such as, The Spring Banquet, the School Garden 
Project, a Pizza Making session with a renowned chef, just to mention a few. With the 
mention of each project, she acknowledges the team that worked tirelessly to make 
these events such a success.  
It is apparent that Tresise places food at the core of connectedness with others. She 
sees food as an absolutely vital component of establishing and maintaining solid 
relationships. In this respect, her love of connectedness is not unlike Gardner’s. During 
the interview she speaks fondly and with warmth about the importance of the regular 
time she makes to prepare home cooked meals to share with friends and family and to 
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just sit, think, talk and eat. “Meeting people, connecting with them, talking and 
sharing is a big part of Slow” (Tresise, 2012, interview). Such gatherings personify the 
importance of connectedness for Tresise, and asserts at the very heart is food:  
 
Food is the glue that slows you down and gets you seated around a table where 
you share insight with family - how you are feeling, things you have in common; 
reaching out; connecting. (Tresise, 2012, interview) 
 
Tresise identifies the basic necessities of life as care, love and communication. She 
asserts that qualities can only be nurtured through connecting to individuals. Such 
connection involves meeting people, talking, sharing and through simple gestures 
such as handwritten letters: 
 
It is so nice to treat everyone as an individual and not as a group … I love writing to 
people by snail mail and thanking them individually. It is much more appreciated by 
people and so much nicer to open a letter, as opposed to receiving a group email. 
(Tresise, 2012, interview) 
 
She laments on the loss of the individual; the personal and relational factors in life. 
And warns that a humanity made up of empty shells "working individually to solve 
problems, do[ing] what’s best for me with little regard for others or the long term" 
(Tresise, 2012, interview) is a future we can expect if we don't take time to talk, slow 
down and connect.  
 
Tresise is saddened by the speed with which we operate now, a speed that she states: 
 
[has people] rushing through life and wanting to have everything right now, instead 
of planning and slowly working towards fulfilling those plans … we need to slow 
down and value what we have in the present moment. Time to reflect, think and 
appreciate what we have. (Tresise, 2012, interview) 
 
Appreciation for time to reflect, think and develop strong relationships is a recurring 
theme for Tresise. These are characteristics and qualities that she embeds into the 
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many Slow Food Perth initiatives and projects, including the project Slow Food at the 
Edge of the World, described in the proceeding section, of which Tresise speaks of 
with much enthusiasm and fondness.   
 
In addition to her leadership role at Slow Food, Tresise works at the Edmund Rice 
Centre, Perth, Australia teaching female refugees English. Her love of food sees her 
integrate cooking into her classes at every opportunity. In 2006, Tresise began a new 
activity. She asked a class member each week to lead the group in a cooking 
demonstration of one of her national dishes; utilising ingredients and techniques that 
represent the traditions and country of her origin. In this activity, Tresise harnesses 
the power of food to bring these women together. The group forms strong bonds and 
connections over each meal, engages in lively chatter, shares experiences, and 
connects on a level not previously witnessed. Food, the ingredients and the 
techniques were part of a universal language, and an interest each of these women 
had in common. And so began a weekly tradition that would see one of the women in 
the class cook a meal that represented her heritage, aided by the other members in 
the class.    
 
This experience for Tresise is what initially drew her to the Slow Food movement “the 
cultural aspect of people and food and the power of food to unite people” (Tresise, 
2012, interview).  
 
5.5.1.2 To culture 
 
It is about sharing recipes with people who feel they have found themselves on 
the edge of the world. (Velletri, 2007)  
 
The act of sharing recipes, conceived in an English class for female refugees in 
Australia, was soon to be shared and open to all Western Australians through a 
project, aptly titled, Slow Food at the Edge of the World. It is one of the most 
ambitious projects devised by Slow Food, Perth – the Slow Food organisation based in 
Perth, Western Australia. Once a diverse range of recipes and stories have been 
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collected, the project will culminate in the publishing of a book and the development 
of a website that will house the recipes, ingredients, uncover stories of the recipes’ 
origins for all to access and continue to build upon. This was more than just an 
opportunity to share recipes in a collated collection, from a diverse range of cultural 
backgrounds. The publication, prioritised this project to ensure that these recipes, 
which were once at risk of loss, could be enjoyed by future generations of Western 
Australian families:  
 
The food knowledge held by our parents, grandparents and their parents 
and by our Aboriginal people is part of Western Australia's rich food 
heritage, but as we become a more homogenous society those ideas and 
methods which our mothers and grandmothers used in their kitchens and 
in the bush to feed their families tend to become diluted or vanish 
altogether. We hope that the project might deliver information, for 
example, about whether the Italian families who settled at Kojonup in the 
early 1900s learned from the local Noongar people about trapping 
kangaroo and curing the meat for use in traditional Italian-style sausages. 
(Velletri, 2007) 
 
Tresise's fear was that recipes that have been central to the lives of so many families, 
with the pressure of fast food and fast life, will disappear. Therefore, she aimed to 
gather as much information as possible about who contributed the recipe, how it was 
used in the country or place of origin, how it is currently used here in Australia, and its 
use in the family of the contributor. The project seeks to capture this sort of 
knowledge, whether it has been written or is part of an oral tradition, so that as one 
generation raises another it becomes a more seamless community, and the cultural 
distinction of food knowledge from different countries and places is not weakened or 
potentially lost.  
 
Slow Food co-leader Jamie Kronborg says Slow Food at the Edge of the World goes to 
the heart of Slow Food’s philosophy. “The project will preserve food knowledge for 
future generations, enhance awareness of food as the glue of community, and 
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acknowledge and celebrate Western Australia's cultural diversity. It will enhance 
recognition of food in this distinctive part of Australia and the way in which diverse 
food traditions have been shared and adapted across generations” (Kronborg, 2006, 
n.p.).  
 
5.5.2 Theme two – Slow is an anti-economically driven model 
 
Champion good, clean and fair food in ways that enhance knowledge, respect and 
passion. (Tresise, 2012, interview) 
 
‘Good, clean and fair’ is an important concept for Tresise as she makes numerous 
references to the phrase during our telephone conversation. She asserts “there is so 
much more about food besides just knowing that food is healthy and that I get 
pleasure from eating it” (Tresise, 2012, interview). By this she means people have a 
responsibility to make food choices that extend beyond taste and nourishment of the 
body, and rather select food on the basis of good, clean and fair ideals. These three 
ideas are guiding principles that permeate Slow:  1) food that has been nurtured and 
cared for, 2) food that has been produced utilising sustainable practices and is 
ecologically responsible, and 3) food that is equitable for producers and consumers.      
 
Food is more than a product. When Tresise speaks of food she is referring to the 
process of creating food. A process that is future-focused, sustainable, underpinned 
by the three guiding principles described above and connects us to each other. 
Tresise explains:  
 
A process is more than just growing and selling, it is the social connection, it is not 
just the final product that sustains our lives, but the entire cyclic process that 
most importantly includes the relationships we build with the land and farmers. 
(Tresise, 2012,interview) 
 
Tresise maintains the essence of Slow Food is connectedness to others, culture, 
sustainable farming practice and the natural world. This is a food-production model 
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not driven by economics, at its heart Tresise notes is “land, it’s about farming, it’s 
about how food is grown, how we respect the farmers" (Tresise, 2012, interview). As 
Tresise talks about the economically driven food production model currently in 
operation the tension in her voice becomes apparent. Her voice quivers and she 
stutters as she tries to get the words out, trying her best to contain her anger and 
frustration at the roadblocks she has encountered over the last few years. This 
tension appears to be associated with the lack of action by the Australian Department 
of Agriculture, Fisheries and Forestry (DAFF) and food industry who she feels are 
placing increasing value on economics. The loss of equilibrium between economics, 
environment and social welfare, Tresise claims is eroding our relationships, and our 
process. She laments the loss of balance and the increased focus on the economically 
driven model adopted by the food industry when she says:  
 
We place more value on cutting down our trees and degrading the environment, 
rather than how our food is produced, sustainability or respecting our farmers. 
(Tresise, 2012, interview)    
 
Tresise’s role requires her to liaise with the DAFF which she has done for over several 
years. It is this liaison that causes her the most frustration. She describes one of the 
conversations she had with a senior member of the DAFF whom she asked about the 
meaning of food. The response she received claimed that food was about a process, 
however, Tresise asserts that the DAFF’s view of process is limited to one made up of 
only growing and selling. A process, Tresise declares, that does not reflect social 
connections or sustainability. This is a point of contention for Tresise as she claims 
that the DAFF are more interested in "making money than looking after the small, 
good, clean and fair farmers and producers. It is all about economics and they show 
no interest in the welfare of the farmer and the environment" (Tresise, 2012, 
interview). 
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5.5.2.1 Connectedness to land 
 
Tresise's pace quickens, she raises her voice and struggles to find the words as her 
resentment for the system and process, that does not reflect her strong beliefs, is 
revealed. Her mood takes a turn as she recalls a story of success. She slows the pace 
and volume of her voice as she recalls a landmark case in Bolivia where the 
government decided to give their land human rights in its opposition to proposed 
industry endeavours. The land had been given the right to represent itself, to put 
forward its own views, and present facts regarding the impact of development and 
cultivation on it over the long term. This case, for Tresise, is progress. It is evident that 
this is the glimmer of hope that Tresise needed to continue with her own impassioned 
pleas for all things Slow.  
 
For Tresise, Slow Food is much more than just food, it is a way of life. Slow Food is a 
way of life where food holds the central position. It is through food that we can 
develop a greater connectedness with the self, with others, and with our land. A 
connectedness that she attributes as saving and sustaining humanity from the speed-
obsessed, economically driven world in which we currently live.  
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5.6 Interview five - Ian Parmenter’s story 
 
The Comfort Zone 
 
It’s swoon food. Nostalgic food. Slow Food. Food that belongs with big Beethoven 
symphonies – unlike fast food, which goes better with Kenny Gee and his irritating 
saxophone. Comfort food revives, fortifies, encourages, and cheers. (Parmenter, 1994) 
 
I've been finding that preparing a slow cooked meal on Sunday morning is a great way 
to have an easy Sunday dinner with leftovers on Monday. 
 
Slow Cooked Lamb Shank and Tomato Ragu 
 
Ingredients 
 
4 lamb shanks cut through the bone and trimmed of fat 
4 sprigs parsley 
4 sprigs rosemary 
4 cloves garlic 
2 tbs olive oil 
250mL red wine 
2 carrots, grated 
1 zucchini, grated  
1 stalk celery, chopped 
750 mL tomato passata 
500g pasta (I used penne; rice is great too) 
 
Use a knife to cut a slit in the meaty part of each shank and poke in the parsley, 
rosemary and garlic. Fold and tie the meat with string. 
 
Brown the lamb in a casserole dish, remove, reduce heat, deglaze with the wine. Add 
the vegetables, simmer 5 minutes.  
 
Add the tomatoes and meat, bring to a simmer.  
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Cover tightly, simmer 5 hours. I do this in my oven set at 120-150C; you could also use 
a slow cooker or keep it on the stove top. 
 
Remove lamb bones. Cook pasta, top with lamb and sauce. (Parmenter, 1999)  
 
Parmenter’s recipe is not simply a list of ingredients followed by a perfunctory series 
of steps, but rather is an interactive dialogue between Parmenter and his recipe book 
subscribers and TV show viewership, where he has established a bond of trust as they 
embark on a shared process.  
 
Root of recipe – the Latin recipere – implies an exchange, a giver and a 
receiver. Like a story, a recipe needs a recommendation, a context, a 
point, a reason to be; a recipe isn’t merely a means to share a certain 
mode of food preparation but also conveys a lesson or story about the 
cook’s life or the world the cook exists in. (Leonardi, 1989, p. 340) 
 
This recipe is grounded in Parmenter’s experience and ideologies around food and 
can be found in his book All-Consuming Passions: Recipes Gathered from a Lifetime of 
Loving Food (n.d.). Parmenter states in the recipe introduction that home cooked 
food brings people together, that the slow preparation style allows people more time 
to enjoy their day, easing the burden, by providing leftovers the following day.  
 
Parmenter presents recipes that are grounded in personal history and experience; 
from the perspective of a family cook and farmer about the familial, sustainable and 
practical effects of food. Parmenter establishes himself through his kitchen, his 
published recipes, and his television show as a world-worn authority on Slow Food, 
who uses good and ‘clean’ ingredients.  
 
Parmenter is a food, wine and travel writer, broadcaster and presenter and producer 
of his own television series, “Consuming Passions”. He is a member of the Slow Food 
Movement, a believer in keeping food real, and is fervently opposed to genetically 
modified foods. He lives in the Margaret River region, Western Australia with his 
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partner Ann, who also shares his passion for Slow. Ann grows her own vegetables, 
herbs, citrus fruits and grapes on their property. Parmenter believes in Slow Food and 
in supporting Australian producers in their efforts to create and market the best foods 
in the universe. As founding member of the Margaret River Food Group, he 
established the first farmers’ market in Western Australia’s southwest.  
 
5.6.1 Theme one - A sense of perspective    
 
I was introduced to Ian in 2010. In this first interaction, Parmenter stood out; just as 
on television and in the images that graced the covers of his cookbooks and 
magazines, in person were waves of white hair, his trademark beret and well-
groomed moustache. In the café that day, along with two of my colleagues, 
conversation predominantly focused on viticulture and wine making during our first 
encounter. Parmenter produces a highly regarded Chardonnay at the Margaret River 
from the grapes he grows.  
 
In this first encounter, Parmenter’s passion and enthusiasm were infectious and 
overwhelming. Yet, his confidence was undermined by the very quick manner in 
which he spoke, possibly due to nervousness. As Parmenter spoke, he referenced 
impressive elements of his past and made mention of well-known chefs he was in 
contact with. He was welcoming and open and agreed for us to make a time to talk 
further.  
 
The follow-up conversation occurring some two years later, one evening in March. 
Parmenter’s urgency to get straight into the line of questioning was ironic given the 
Slow nature of his life. Parmenter reflected on the personal meaning of Slow as he 
contributed the following: 
 
Slow is about getting a sense of perspective, you know – I’ll give you an example, 
my mum died yesterday. So last night we sat outside and looked at the stars and 
everything’s Slow. And you just think ‘well we’re here for such a short time and 
we should make the most of it’. And the way to make the most of it in my view is 
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to slow down and smell the roses, or the coriander or smell the mint. 
(Parmenter, 2012, interview) 
 
Parmenter was open to sharing personal experiences and reflections so soon after the 
passing of his mother. Parmenter’s experiences resulted in two contrasting responses 
from me. First, feelings of sympathy for how he must have been feeling. Second, 
feelings of envy at the notion of sitting on the front porch surrounded by a blanket of 
darkness and staring up at the starry-night sky. What he described was a serene and 
tranquil setting, one that commands a slower pace.  
 
As the interview progressed, it become clear that Slow for Parmenter involved the 
decision to remove the cause of much of the busyness from in his life. He explained: 
 
So we were getting people knocking on my door and delivering foods – day and 
night, seven days a week.  And we thought this is madness. So we thought well 
we need to get away. We didn’t want a weekender. We wanted somewhere we 
could actually go and I could actually develop recipes. So we bought the 
property with just a small cottage with limited cooking facilities, like a wood 
stove inside, a BBQ outside and I developed recipes from that. (Parmenter, 
2012, interview) 
 
The change of home location and consequently change of pace appeared to help 
Parmenter stop moving through life so quickly and instead live a more Slow and 
present life. He describes Slow as “encompassing everything that takes us away from 
the rat race and the running around like lunatics,” which for Parmenter reached its 
peak during the filming of his television show. 
 
In order to live a slower lifestyle, Parmenter made the conscious decision to move out 
of the city, where they had resided for many years, and into the country. He 
described the change: 
 
We live in the country. We’ve always been city dwellers, Ann and me, and so 
we’ve been used to doing things pretty much at the city pace. And we came 
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down here [Margaret River, Western Australia] and bought property here in 
1992 and planted trees, and trees take time to grow. The trees we planted 20 
years ago are now about 35-40 metres high some of them. Ann tends to the 
garden and we watch things grow and I’m watching birds landing on the window 
frames up here. So we have a fairly Slow approach to life. (Parmenter, 2012, 
interview)     
 
Slow has not been easy for Parmenter. There appeared to be something inherently 
speedy about Parmenter: he spoke very quickly; he responded to questions with 
haste; and he often responded before the final words of the question had been 
posed. Yet Parmenter maintains that “I’m learning to slow down after many years of 
being in the fast lane and doing TV production. I had to find ways of settling down to 
live in the country.”  These were big changes in Parmenter’s life and it seemed that it 
would take him some time to truly adjust to the slower way of communicating. In the 
course of the interview, Parmenter’s focus on education, like Narayanan’s focus on 
inclusivity, is apparent.   
 
5.6.2 Theme two - Food is our future 
 
Unless we get kids to understand where everything in life comes from, well basically 
we’re screwed! (Parmenter, 2012, interview) 
 
Parmenter is a great storyteller. Every question was met by a response accompanied 
with wonderfully colourful stories of his life experiences. However, it was evident, as 
our conversation progressed, the core of Slow appeared to be food, and more 
particularly and importantly, about educating children on the value and importance of 
food and food production. Parmenter believes that it is important to recognise that 
food is more than just a product, but that it is also part of a laborious and time-
intensive process. He states that such education can only occur through immersion in 
food production and farm processes, not irregular farm visits.  
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Parmenter combines what he sees as the core of Slow – educating people about food 
and food production, with what he sees is the essence of Slow – understanding and 
appreciating farm produce by sharing this story as a metaphor to demonstrate the 
importance of immersing our children in particular experiences: 
 
There’s a town in France that was basically taken over by the Germans during 
the war and they killed everyone in the village and Charles de Gaulle said “we 
are not going to rebuild this village, we’re going to actually build a new village 
next to it. And during the course of their school days, every French child will visit 
this village to see what happened and make sure it doesn’t happen again. 
(Parmenter, 2012, interview) 
 
In this quote Parmenter is calling for the need to provide students with authentic 
learning experiences. In the example above he contrasts the French child and the 
authentic exercise of visiting the village ruins with the artificial exercise of the 
Australian child visiting a farm or being exposed to rural environments for only a day. 
Parmenter is astounded at the number of children who are unaware of where their 
food originates, “they don’t know milk comes from cows” (Parmenter, 2012, 
interview) and he believes that the only solution is to have children “working and 
living on a farm or by providing a rural environment in schools” (Parmenter, 2012, 
interview).  
 
The significance of the story about the French village is that while it reminds us of the 
importance of experiencing things in order to understand them it also represents a 
situation where the experience was authentic. Parmenter proposes a Slow that is not 
forced like an artificial farm visit, but developed organically as a part of life, making it 
part of our very existence. He claims that we need to take ownership of the food 
production process: a process that requires knowledge, resources, specialised farming 
techniques; and immerse ourselves (with most importantly) time, and patience. He 
exclaims, “you can’t hurry the growth of a plant” (Parmenter, 2012, interview); the 
food production process should not be hurried, it should be appreciated and better 
understood.  
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5.6.3 Theme three - Pleasure is a garden 
 
Parmenter’s vision of ensuring people understand and appreciate farm produced food 
is to put edible gardens into all Australian primary schools. These gardens, he claims, 
will give young people a chance to discover where their food comes from and enjoy 
the pleasures of the table. As Western Australian Ambassador for the Stephanie 
Alexander Kitchen Garden Foundation, Parmenter is currently savouring his role. He 
has been instrumental in establishing a garden at the Margaret River Primary School.  
 
“It’s pumping!” exclaims Parmenter as the pitch of his voice reaches new heights and 
the pace quickens. He is excitedly describing the huge progress and developments 
made in his “guerrilla kitchen garden in the Margaret River” Primary School. He 
states:  
 
In fact, they’re getting their kitchen built this year – and the garden itself looks 
fantastic! And in fact, the kids were in there coming up with the weeds and 
harvesting the vegetables. It’s fantastic! They just get such pleasure out of it. 
And it’s such a surprise to them. You know, they say “oh is this beet? Or is this 
rhubarb?” – they’re taking an interest in what goes into their mouths. 
(Parmenter, 2012, interview)  
 
Parmenter’s enthusiasm for the school garden permeates through the phone lines. 
This topic appears to be one he is extremely passionate about, and an achievement of 
which he is most proud. The conversation that follows focuses on his desire to roll out 
gardens and kitchens in every primary school. He speaks of his belief that there is 
important knowledge to be gained from not only cultivating food, but being given the 
opportunity to prepare food in a kitchen. He explains: 
 
They’ve got to eat foods together. They’ve got to talk about the foods. And to 
take the foods home and show them to their parents ... so it’s an education 
process ... but it has to happen because you have to understand where our food 
comes from. (Parmenter, 2012, interview) 
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His enthusiasm wanes as he describes the arduous process undertaken to establish 
the Margaret River Kitchen and Garden, and recalls the unwillingness to assist from 
the Education and Health Departments as the idea was shuffled from department to 
department, with no answers, and no one wanting to take ownership. He laments the 
over-crowded syllabus made up of subjects and content in which he sees little value. 
His suggestion is a desire to “go back to basics, to teach ethics, respect and manners”. 
Ethics within the curriculum, Parmenter argues, will ensure that children act with 
knowledge and responsibility, especially in the garden. He continues with the notion 
of respect and manners, as he mourns a lack of appreciation by the apprentice for the 
wisdom of the master.  
 
5.6.4 The Master-Apprentice relationship 
 
Before he ends the conversation, Parmenter speaks of the importance of respect for 
the master by the apprentice and the apparent lack of reverence for those wiser and 
more experienced. He describes a system that he believes was once important to the 
inexperienced learning their field: 
 
The system was about the person that knew a heap of stuff and then it was 
about the underlings that learnt and became the master eventually. Slowly we’re 
losing that. And respect for experience, wisdom seems to be going out the 
window. It just becomes a bureaucratic mire that everyone’s bogged down 
instead of using the fantastic resources. And when you think about people like 
Maggie Beer and people like Stephanie Alexander – people who have got some 
age with them ... and on the other side of the picture, you’ve got all these My 
Kitchen Rules and Masterchef and Junior Masterchef – it’s all a competition to 
make the best quail dish or make the best crème brulee – I mean, it’s not what 
it’s about at all. (Parmenter, 2012, interview) 
 
Parmenter predicts a bleak future if we continue to devalue traditional practice and 
the experience over competition and the end product. He suggests that we need to 
reclaim ownership of food production and while a complete turnaround in thinking is 
unlikely he hopes for a more sensible approach:  
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I’m predicting that if the multi-national major companies keep proliferating with 
things like genetically modified foods, test tube produced meat, substitutes like 
fast food and junk food then we will have a problem in the future. It’ll be 
untested and basically who knows what will happen. I don’t really think there is 
going to be a great turn around in attitude towards food production and the way 
we live. I don’t think things will slow down. But there has to come a time where 
we get more sensible about it. (Parmenter, 2012, interview) 
 
The sensibility to which Parmenter is referring in the last quote does involve 
technology. A technology, he describes, that has enabled him to “bring so many 
people closer together” (Parmenter, 2012, interview). He attributes to technology the 
credit for assisting with the formation of connections and relationships with those in 
organic organisations and Slow Food organisations. Parmenter claims that the ability 
of the Internet to allow him to share, and for people to “get to know what each other 
is doing” (Parmenter, 2012, interview) has been important – this for Parmenter is how 
technology should be used.  
 
5.7 Conclusion 
 
This chapter has revealed the thoughts and words of five internationally and 
nationally, recognised promoters of Slow. Analysis of interviews, presentations, 
publications and television appearances have revealed characteristics, contexts, 
practices and effects of Slow, generating themes - some of which are shared 
between the five participants and some of which appear to be unique to the 
individual.  
 
Advocates of Slow, and participants in this phase of the research, included 
author, Carl Honoré; educator, Geetha Narayanan; travel writer, Nicky Gardner; 
Slow Food member, Pauline Tresise; and chef, Ian Parmenter. Issues 
surrounding Slow, Fast, technology, education and the long term were explored 
through their stories. What emerged from the study were four convergent 
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themes that could not be looked upon as distinct entities. Such patterns to 
emerge from the study were:  
 
(1) Slow is a state of mind  
(2) Slow demands more time to think more deeply  
(3) Slow is about acknowledging and appreciating the process, and  
(4) Slow is about connectedness.  
 
The participants in the study were from different cultures, and backgrounds, and each 
knowingly subscribed to and lived by the ideologies of Slow. Their understanding and 
aspiration to live a Slow life saw the philosophies of Slow permeate through some 
parts of their lives. Each participant made a conscious decision to release themselves 
from the speed and pace of modernity, and to foster a more heightened intellectual 
awareness of themselves and their surroundings in order to take control and live their 
lives at their chosen pace.  
 
5.7.1   Slow is a state of mind 
 
Honoré, Narayanan, Gardner and Parmenter all discuss the importance of a state of 
mind attuned to Slow, and place it at the core of their philosophy. Honoré and 
Gardner began their discussions with “ultimately Slow is a state of mind” and 
“ultimately I really do think it’s an attitude towards life”, respectively. An attitude in 
which one exercises choice: a choice that determines the manner in which one 
approaches every moment of the day. The Slow state of mind involved an attitudinal 
change of what and how you were thinking. Narayanan theorises this position as she 
describes Slow as entering the realm of “first-person consciousness”. First person 
consciousness, according to Narayanan, is a way of life that symbolises risk, doubt, 
questioning and being open to the experiences of an unknown reality – critical or 
transformational thinking. Parmenter took a similar philosophical approach when he 
could see his life increasingly moving in directions beyond his control, directed by 
demanding work commitments. These events forced him to take stock of his life and 
utilise his understanding of Slow to gain a greater sense of perspective. A perspective 
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that involved the decision to consciously remove himself from the busyness that had 
become his life, make a sea change, and consequently change his pace of living.   
 
5.7.2   Slow demands more time to think more deeply 
 
As each of the stories of their lives unfolded, it was evident that this Slow state of 
mind and attitude rested upon the provision and understanding of time. Lyotard 
(1979/1984) reminds us that the concept of information alone is no longer of much 
value; we are awash in information and it is no longer a scarce commodity. What is 
scarce is our time, specifically the limited amount of time that we have to pay 
attention to this new information. Narayanan addresses the importance of time 
through the implementation of a curriculum that is slow, long and is in constant 
negotiation between teachers and students. She takes impetus from Lyotard as she 
describes two characteristics: lightness and exactitude that embodies and cherishes 
time as the scarce commodity that it is. Lightness and exactitude signify the delivery 
of the right amount of information to students at the right time.  
 
Depth and insight cannot be achieved without time; time to explore, reflect and 
engage. Gardner believes that the journey is too often overlooked in favour of the 
destination. It is during the journey that one has time to contemplate and think and 
allow ideas to come to the surface. She described this journey using the words of de 
Botton (2002) as “a midwife of thought”. Gardner asserts if every businessman in 
Germany was forced to take the slow train and gaze out of the window, they might 
get better ideas about strategy, about goals for themselves, for their companies and 
for the teams that they lead. However, while time was commented upon in terms of 
allowing space and time to reflect and germinate ideas and thoughts it was also 
discussed in terms of taking the right amount of time to enable being truly present.  
 
Honoré, Gardner and Parmenter all describe the benefits gained from taking the time 
to engage with all things on a much deeper level with the addition of ensuring that 
you are undertaking what feels like the right number of tasks. This right number of 
tasks is subjective in that it is unique to each individual. Whilst conversing with 
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Honoré and Parmenter it became clear that their tempo guisto would oscillate at a 
much faster pace than that of Gardner and Tresise, nonetheless tempo guisto is about 
making choices and exercising control in order to establish the right rhythm and pace 
to complement one’s own internal metronome.  
  
5.7.3   Slow is about acknowledging and appreciating the process 
 
Tresise and Parmenter’s call for food that is “good, clean and fair” is a call for social 
reform through the transformation of the way people grow and eat food. These three 
ideas, good, clean and fair, are guiding principles that permeate and guide the 
rhetoric of Slow: 1) food that is well cared for, 2) food that is ecologically responsible, 
and 3) food that is economically profitable while still being equitable for all the 
producers and consumers involved. These three concepts demonstrate understanding 
and appreciation of food and food production processes, while placing value on a 
practice of Slow that is often laborious, yet a time-honoured process; one that is not 
merely about a final product. Furthermore, Parmenter’s call for mandatory kitchens 
and gardens in every school demonstrates his belief in the importance of immersing 
children in the food production process, a process that would require they gain and 
utilise knowledge, resources, specialised farming techniques, time and patience to 
embrace the food production process and learn to truly value the pleasures of the 
table.  
 
Appreciation for the process is a recurring theme identified by each of the 
participants. Possibly none more powerful than Narayanan’s re-telling of the parable, 
The Parrot’s Tale. The description of an education system that was overly concerned 
with ends rather than means, focusing on producing students who were able to 
perform well in examinations, rather than creating a sense of wellbeing in students 
and orchestrating a recovery of self was pertinently illustrated. Gardner concurs as 
she identifies that universities should play the role of “the affirming spark of 
civilisation in any society”, a spark that ignites learning merely for pleasure. She draws 
parallels between the anticipation of our arrival at our destination as overshadowing 
our opportunity to sit back and enjoy the journey, a position that she utilises to 
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describe the current education system. She further believes that this education 
system encourages students to work towards completion of assessments in order to 
obtain certificates, while overlooking the importance and value of the process 
undertaken - a process that focuses on encouraging thinking that is receptive, flexible 
and open.  
 
5.7.4   Connectedness 
 
Earlier in the conclusion, Honoré’s emphasis on the concept of not only changing 
what we think, but changing the way we think was explored as part of the first theme. 
The transformation Honoré speaks of involves reflecting rather than just reacting, 
putting aside impatience and struggles and focusing on a still and quiet mind. In this 
way, the first theme becomes part of the fourth theme of connectedness, as Honoré’s 
way of thinking involved connecting to the internal rhythms of the self. Honoré 
utilised Slow as an agent to look inside him and ask life’s bigger questions or to enter 
a meditative state where his interpretation of spirituality is used to gain clarity, 
insight and wisdom. Gardner spoke similarly when she referred to connectedness to 
self, emanating from the endless rolling forests, mountains and various landscapes. 
The beauty in these landscapes she likens to the quiet, long protracted Orthodox 
services, where she finds affirmation of the spirit. Whilst Parmenter and Tresise did 
not explicitly mention connectedness to the self, they spoke of the necessity to slow 
down, reflect and value the present moment - characteristics that describe the 
process of looking inward to aid the recovery of the self. Tresise and Parmenter also 
referred to the opportunity to spend time preparing meals and sitting around a table 
of food, with friends and family as an opportunity to share insights, reach out and 
connect with themselves and others.  
 
The time to reflect, think and appreciate what we have extends beyond 
connectedness to the self and describes cognizance of relationships we have with 
others. The connection to others outwardly manifests itself uniquely within each 
participant. For Parmenter the ease and use of technology has enabled him to 
connect and bring people closer together. For Tresise the act of writing personalised 
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letters to her friends is of significance and exemplifies the value she places on such 
relationships, wanting others to know they are valued as they open the hand-written, 
personalised letter that represents her appreciation, time and care for them. In 
addition to these types of interaction with others, Parmenter and Tresise utilise food 
as a way to establish and maintain solid relationships. Food is utilised to help 
friendships flourish, as friends and family gather around a table to eat, discuss, 
connect, talk and share.  
 
The connection and testimony of appreciation and commitment extends beyond 
connectedness to the self and others, but also encompasses an understanding and 
sympathy for history, culture and landscape. Gaining a sense of place means looking 
beyond products and objects. “It is not just the final product that sustains our lives, 
but more importantly the relationships we build with the land and the farmers” 
Tresise declares, as she describes the relationships she has with food; food personifies 
culture, land and farming practices.  A sentiment that Parmenter affirms, when he 
states that many of the health issues of the twenty-first century, for example, obesity 
and diabetes, come from a lack of understanding of food, where it comes from and 
how to ecologically produce and cultivate it.  
 
Narayanan, judges that we have lost our sense of space and place. She attributes our 
lack of knowledge for the contextualised intelligences as having left us with little 
appreciation and understanding at a cultural, contextual and emotional level. She 
calls us to experience depth not just breadth in our connectedness. However, the 
present disconnect that needs re-connecting is most evident in the travel writing of 
Gardner, whose empathy is displayed in her words as she truly becomes one with the 
space she inhabits, taking the time to savour each landscape. Her words evoke a 
detail that demonstrates her respect and empathy for the finest of details and 
uniqueness of each place so as to uncover its hidden secrets and reveal its true 
meaning.  
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5.8   The way forward 
 
Whilst the twenty-first century is synonymous with speedy cycles of innovation and 
change, each participant associated the concept of progress with Slow. Each 
identified the necessity of a revolution that had outgrown the demand for economic 
productivity and over-consumption, and recognised the growing need to swing the 
pendulum back in the direction of taking time, of dedicating effort to quality and 
depth, to greater connectedness, and to taking pleasure in preservation and 
consumption of resources, so that the long term is sustained. The stories have 
produced emergent themes that are intertwined. If we focus solely on one theme 
without the others, then we may fail to recognise the interplay between them, 
ultimately impacting on the essence and true understanding of Slow.   
 
The themes that emerged from the participant experience of Slow involve the whole 
person, and it is hoped this understanding as a way of being can help educators and 
their students understand and value their embeddedness within the world. Such an 
approach to teaching and learning, an approach that reaches the whole child, is 
reflected in the work of Dewey (1916/2004, 1910/1997, 1938/2007). The analysis of 
Dewey’s philosophical and educational writing - namely, reflection and experience, 
and interest in community and democracy - produced similar observations to those 
shared by the interview participants. In this way, strong parallels can be drawn 
between Dewey’s ideas and the experiences of Slow.  
 
The following chapter utilises van Manen’s approach to phenomenology - oriented 
towards action. In this way the phenomenological process utilised in Chapter Six aims 
to reflect back and develop practice (van Manen, 1984, 1990, 2002). As I shift from 
philosophical phenomenology, presented in this chapter, to educational 
phenomenology, presented in Chapter Six, Dewey’s writing will be utilised to explore 
the themes further. In addition, it is acknowledged that the general themes 
throughout Dewey’s writings have been continuously resurrected in educational 
research, so whilst Dewey will remain the foundation of Chapter Six, additional 
research will also be explored.  
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Chapter Six 
 
Like the soil, mind is fertilised while it lies fallow, until a new burst of bloom ensues.  
–John Dewey 
 
Thematic Analysis 
 
6.1 Introduction 
 
The previous chapter (Chapter Five) presented participant stories that described 
reflections and essences of their own experiences of Slow. The participant stories 
were utilised to uncover the lived experiences of Slow and identify convergent 
themes. As a way of moving from the philosophical phenomenology – ontology of 
Slow, toward educational phenomenology – what is the experience of Slow in ICT-rich 
education, the convergent themes that emerged will be pursued through literature.  
 
Examination of the literature in this chapter is centred upon the four broad themes 
revealed during Phase One: Slow is a state of mind, value for process, connectedness 
and time. The writing of Dewey and other scholars reveals the wider, educational 
context of the scholarship, as related to Slow. Pursuit of the literature will provide 
greater clarity on what a Slow technology-rich learning experience, which involves the 
whole person in context, might be like. 
 
6.2 Slow in education  
 
The experience of being Slow involves the whole person, and it is hoped that Slow as 
a way of being can help educators and their students understand and value their 
embeddedness within the world. This implies an expansion of education: teaching 
and learning, which goes beyond a set of experiences or topics, and into the learner’s 
life as a whole. As identified in the first chapter of this thesis, Dewey argues that 
education “must be based upon experience – which is always the actual life-
experience of some individual” (1938/2007, p. 89). For Dewey (1933/1986), such life 
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experiences were defined as the interaction of living creatures with their 
environment. In the case of human beings, this interaction is predominately by 
thinking, which Dewey described as an intentional endeavour to discover specific 
connections between something we do and the consequences that result (Dewey, 
1933/1986). Such thinking and inquiry, for Dewey (1938), involved acting with 
purpose, having an end in view, but also resonated with Heidegger’s ontological 
determination:  
 
The controlled or directed transformation of an indeterminate situation into 
one that is so determinate in its constituent distinctions and relations as to 
convert the elements of the original situation into a unified whole. (Dewey, 
1938, p. 104-105) 
 
According to Dewey, inquiry is the practical activity that transforms the problematic, 
indeterminate situation into something that is clear, comprehensive and whole. An 
inquiry and depth of thought that the interview participants also possessed, and a 
contrast to the other methods of thinking, such as the Fast approach to education as 
explored in Chapter One.  
  
6.3 Slow is a State of Mind 
 
Characteristics of the Slow state of mind have been discussed by many philosophers 
and educators (Heidegger, 1927/1962; Husserl, 1964; Merleau-Ponty, 1968; Dewey, 
1933/1986, 1938; Langer, 1989). Such a state of mind involves reflection, openness 
and a heightened sense of consciousness for a present moment to unfold. In 
particular Dewey (1902/2001) expressed his thoughts about such a state of mind 
when he implored people to put the maximum of consciousness into that which is 
being undertaken. It was the experience of conscious awareness that would in turn 
contribute to a person’s well-being.   
 
This section begins a dialogue with respect to characteristics of a Slow state of mind, 
namely a mind that is reflective and open. The importance of which, as a means of 
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increasing student learning, has been widely discussed across many fields in 
education (Dewey, 1933/1986; Fogarty, 1994; Langer, 1989; Schön, 1983).     
 
6.3.1 Reflection 
 
The world, as Dewey saw it, was characterised by fundamental change of every kind 
with significant consequences for education “new inventions, new machines, new 
methods of transportation and intercourse are making over the whole scene of action 
year by year. It is an absolute impossibility to educate the child for any fixed station in 
life” (Dewey, 1938, p. 59). Given this dynamic outlook, Dewey proposed that fostering 
reflection was absolutely central in education.  
 
Reflection has been proposed as an important concept with sound theoretical 
foundation in education (Dewey, 1933/1986; Schön, 1983, 1987; van Manen, 1977). It 
is said to begin when people inquire into their own experiences and relevant 
knowledge to find meaning in their own beliefs (Dewey, 1933/1986). Numerous 
articles and books on the topic of reflection have appeared in the educational 
literature (Calderhead & Gates, 2003; Loughran, 2002; Robinson & Wick, 1992; Schön, 
1983; Seibert & Daudelin, 1999), and the importance of reflective skills as a means of 
increasing students’ learning has been widely touted across many fields including 
teacher education (Calderhead & Gates, 2003) and professional education (Schön, 
1983). As a result, researchers have developed many terms to describe reflective 
processes including reflection-in-action, (Schön, 1983, 1987), metacognitive reflection 
(Fogarty, 1994), reflective learning (Boyd & Fales, 1983), critical reflection (Mezirow, 
1990), reflective thinking (Dewey, 1933/1986), and mindfulness (Langer, 1989, 1997).  
 
Whilst these terms of reflection have all been used interchangeably to describe 
similar ideas, there is a general consensus in the literature that reflection in education 
is a special form of thought (Sparks-Langer & Colton, 1991). For Dewey (1933/1986) 
reflection is viewed as the “hallmark of intelligent action” (p. 17); an active and 
deliberate cognitive process involving sequences of interconnected ideas which take 
account of underlying beliefs and knowledge (Hatton & Smith, 1995).  
140  
Brooks and Brooks (1999) argue that, for Dewey, the construct of reflection emanates 
from a cognitive perspective, one that focuses on logical reasoning, and involves an 
active analysis of beliefs and actions in search of meaning. Dewey’s views of reflection 
were utilised by Loughran and Northfield (1996) who sees reflection as a “deliberate 
and purposeful act” (p. 14), and Boud, Keogh and Walker (1985) who describe 
reflection as “activities in which individuals engage to explore their experiences” (p. 
19). These definitions imply that reflection involves examining the manner in which 
one responds to a given situation (Schön, 1983). This includes both an exploration of 
the negative and positive emotions triggered by an experience and the underlying 
beliefs or supposed forms of knowledge in light of the grounds that support it and the 
consequences to which it leads (Dewey, 1933/1986).  
 
Much of Dewey’s writing articulated his concept of how we think and provided an in-
depth analysis of the relationship between thought and experience. It was this work 
that established a foundation for his ensuing discussion on reflective thought and 
practice, in particular, reflective practice, as a necessity for educational reform. 
Reform focused on developing a system of education that fosters deep thought, and 
meets the needs of society. 
 
For Dewey (1916) the purpose of education was the intellectual, moral and emotional 
growth of the individual and, consequently, the evolution of a democratic society, the 
worth of which is measured by: 
 
The extent in which the interests of a group are shared by all its members, and 
the fullness and freedom with which it interacts with other groups … [and the 
extent to which a society] makes provision for participation in its good of all its 
members on equal terms and which secures flexible readjustment of its 
institutions through interaction of the different forms of associated life. (Dewey, 
1916, p. 99) 
 
Such a society is democratic, Dewey (1916) argued, and needed a type of education 
which would give individuals “a personal interest in social relationships and control, 
141  
and the habits of mind which secure social changes without introducing disorder” (p. 
99). Dewey strongly advocated the need for an identity of purpose between society 
and education; the experiences had by students in educational institutions should 
reflect the values and practices of the wider community. 
 
The type of thinking, that would see the evolution of a democratic society, is 
characterised by four propositions that emerge from Dewey’s work: 
 
1. Reflection is a meaning-making process,  
2. Reflection is a rigorous thought process,  
3. Reflection involves community and communication, and  
4. Reflection is a set of attitudes. 
 
6.3.1.1   Reflection as a meaning making process 
 
In Dewey's (1916/2004) conception of education the educational merit of any given 
experience is measured by the interaction between the person and his or her 
environment, its continuity with future experience, the way in which it connects with 
subsequent experience and its capacity to shape or generate future behaviour. Dewey 
(1916/2004) asserts that:  
 
Experience as trying involves change, but change is a meaningless transition 
unless it is consciously connected with the return wave of consequences which 
flow from it. When an activity is continued into the undergoing of consequences, 
when the change made by action is reflected back into a change made in us, the 
mere flux is loaded with significance. (p. 139) 
 
Therefore, because an experience means an interaction between oneself and the 
world, there is a change not only in the self but also in the environment as a result. 
The effect is dialectical for learners, and those they interact with, so through 
interaction with the world we both change it and are changed by it. Dewey 
(1933/1986) emphasised the central role that reflection on experience plays in 
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learning, “reconstruction or reorganisation of experience which adds to the meaning 
of experience, and which increases one’s ability to direct the course of subsequent 
experience” (p. 74), reinforcing the notion that ideas are constructed and 
reconstructed through experience, rather than existing as fixed and unchallengeable 
patterns of thought. Dewey (1910/1997) suggests that such experiences cause the 
self to remake itself as though it is continuously becoming.    
 
Schön (1983; 1987) developed his concept of reflection-in-action from Dewey’s 
concept of reflection. He too, believed that the learner and that which is to be learnt 
reflect the constituting of a whole. Schön, drawing primarily on Dewey, proposed an 
explicit joining together of the learner and what needs to be learned, through the 
idea of ‘transaction’: 
 
The inquirer’s relation to this situation is transactional. He shapes the 
situation, but in conversation with it, so that his own models and 
appreciations are also shaped by the situation. The phenomena that he seeks 
to understand are partly of his own making; he is in the situation he seeks to 
understand. (Schön, 1983, p. 150) 
 
In this way the joining of learner with what needs to be learnt can be considered one 
of the most essential characteristics of reflection-in-action. As people try to make 
sense of a phenomenon, they reflect on the understandings that have been implicit in 
action - understanding which “criticizes, restructures and embodies further action” 
(Schön, 1983, p. 5). Schön’s reflection-in-action includes a temporal dimension for the 
evolution of a way of experiencing through the action-present, “the zone of time in 
which action can still make a difference to the situation” (Schön, 1983, p. 62). This 
action-present may consist of anything from seconds to minutes, hours, days and 
even months as long as the evolution of a way of experiencing is still in progress and 
the learner has the capability to “keep alive, in the midst of action, a multiplicity of 
views of the situation” (Schön, 1983, p. 281).  
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Reflection-in-action (Schön, 1983) and Dewey’s concept of self-reflection through 
experience in education (Dewey, 1902/2001) overlap with the idea of “mindfulness”. 
A reflective person will “attend moment to moment to his or her own actions” 
(Epstein, Siegel & Silberman, 2008, p. 5), and to his or her own physical and mental 
processes during everyday tasks with clarity and insight. This idea of mindfulness is 
drawn from the work of Langer (1989) and involves the act of being available to the 
moment and having an open and undivided observation of what is occurring both 
internally and externally in a non-judgmental way. Other features include a curiosity 
to examine the effects of those actions and a willingness to improve or change 
behaviour and patterns of thinking in the future. Dewey (1989) emphasises the role of 
paying attention to the here and now, “this individual thing existing here and now 
with all the unrepeatable particularities that accompany and mark such existences” 
(p, 181) is the art of meaning making, and is a way of nurturing reflective practice that 
is at the heart of the Slow state of mind, and education.   
  
However, it is important to note that not all educative experiences lead to learning; 
mis-educative experiences can arrest and distort growth. Dewey (1938/2007) wrote: 
 
The belief that all genuine education comes about through experience does not 
mean that all experiences are genuinely or equally educative. Experience and 
education cannot be directly equated to each other. For some experiences are 
mis-educative … such as to engender callousness; it may produce lack of 
sensitivity and of responsiveness. Then the possibilities of having richer 
experience in the future are restricted. (p. 25 – 26) 
 
 The result of such learning does not lead toward growth as Dewey defines it, nor 
does it contribute to the greater good of society. Dewey (1916) felt that schooling was 
important “to transmit all the resources and achievement of a complex society” (p. 8), 
but also expressed concern for memorization of facts, because it was not engaging 
the mind in the search for meaning. Specifically, “routine action, action which is 
automatic, may increase skill to do a particular thing … but it does not lead to new 
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perceptions of bearings and connections; it limits rather than widens the meaning-
horizon” (Dewey, 1916, p. 78).     
  
An educative experience, on the other hand, is one that broadens the field of 
experience and knowledge, brings awareness to bear, and leads in a constructive 
direction, toward intelligent action. It is characterised by a calculated, forward 
movement shaped by data garnered from experience at one end and one’s goal or 
purpose at the other. 
 
Experience is not the same as thought, and experiences alone, even educative ones, 
are not enough, claims Dewey. Rather it is the meaning that one perceives in and 
then constructs from an experience that gives that experience value. Dewey (1916) 
states “the philosophy of learning has been unduly dominated by a false psychology … 
that a person learns by merely having the qualities of things impressed upon his mind 
… [which] is supposed to combine … into ideas – into things with meaning (p. 29). 
Whilst all daily experiences and routines require some thought, the proportion of 
reflection found in experiences may differ. The thoughtful position for Dewey in the 
social environment is that the person chooses on the basis of meaning and the 
instrument for searching and understanding is the mind. He says that “the difference 
between an adjustment to a physical stimulus and a mental act is that the latter 
involves response to a thing in its meaning; the former does not (Dewey, 1916, p. 29). 
He exemplifies this by comparing the blind or unintelligent act of kicking a stone as 
opposed to knowingly placing it out of the way to prevent someone from tripping. 
Specifically, “I bump into a stone, and kick it to one side purely physically. I put it to 
one side for fear someone will stumble upon it, intelligently” (Dewey, 1916, p. 29); I 
respond to a meaning which the thing has. The ability to formulate the relationships 
and continuities among the elements of an experience, between that experience and 
other experiences, between that experience and the knowledge that one carries, and 
between that knowledge and the knowledge produced by others, will bring 
awareness to bear and lead in a constructive direction toward intelligent action.  
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Therefore, only when the detailed connections of our experiences and what happens 
in consequence is made explicit, will the quality of the experience increase its value. 
In the simplest terms, Dewey (1933/1986) was saying that the creation of meaning 
out of experience is what enables us to make sense of, and attribute value to, the 
events of our lives. This intent to discover specific connections between something 
which we do and the consequences which result so that the two become continuous 
is what we may call "reflective par excellence" (p. 145).  
 
6.3.1.2    Reflection is a rigorous thought process  
 
The continuity of learning is made possible through the meaning-making, reflective 
process that moves a learner from one experience into the next with deeper 
understanding of its relationships with, and connections to, other experiences and 
ideas (Dewey, 1933/1986). Reflective thinking is not the kind of thinking that passes 
quickly through our mental space. According to Dewey (1933/1986), reflective 
thinking, was intentional and sequential in order, with each thought linked to the 
other in order to reach a common end.  
 
Dewey (1933/1986) defined reflective thought as the, “kind of thinking that consists 
in turning a subject over in the mind and giving it serious and consecutive 
consideration” (p. 3). He believed that this process was thought at its best and most 
critical, and ascribed the act of meaning making to the soul: 
 
What avail is it to win prescribed amounts of information about geography and 
history, to win ability to read and write, if in the process the individual loses his 
own soul: loses his appreciation of things worth-while, of the values to which 
these things are relative; if he loses desire to apply what he has learned and, 
above all, loses the ability to extract meaning from his future experiences as they 
occur? (Dewey, 1938/1986, p. 50)  
 
The rigour required of this way of thinking cannot be equated with merely ‘mulling 
over’ something. Such thinking, in contrast to reflection, is undisciplined. Dewey 
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mentions three kinds of thought that he distinguishes from reflection: the stream of 
consciousness, invention and belief. It is important to acknowledge these alternate 
thought processes as Dewey (1933/1986) claims “the person who understands what 
better ways of thinking are and why they are better can, if he will, change his own 
personal ways until they become more effective” (p. 3). So whilst, Dewey clearly 
values reflection as conducive to learning, acknowledging the other kinds of thinking 
may provide the very questions that reflection can provide.  
 
The first of the alternate thought processes is stream of consciousness. It is the 
automatic and unregulated coursing of ideas that all of us are involuntarily awash in 
all the time, the “inconsequential trifling with mental pictures, random recollections, 
pleasant but unfounded hopes, flitting, half-developed impressions” (Dewey, 
1933/1986, p. 4). Reflective thought, in contrast, does not simply involve a sequence 
of random ideas; each thought leaves a deposit that grows out of another and 
supports the other in a chain reaction, “they are linked together so that there is a 
sustained movement to a common end” (Dewey, 1933/1986, p. 5).  
 
The second type of thinking is invention; limited to thinking about “things not sensed 
or directly perceived, to things not seen, heard, touched, smelt, or tasted” (Dewey, 
1933/1986, p.5). Invention is a type of thinking likened to one’s imagination. Dewey 
(1933/1986) identifies that imaginative stories possess some of the rigours of 
reflection.  Imaginative thinking commands connection, logic and the same type of 
mental picture production that often leads to a conclusion that can be substantiated 
outside the course of the images. Therefore, reflection could be a subset of this type 
of thinking, but not equivalent.  
 
The third, and final, type of thinking is belief. Dewey (1933/1986) identifies belief as 
narrower than streams of consciousness and invention as he describes this kind of 
thinking as “an idea that he has picked up from others and that he accepts because 
the idea is generally current, not because he has examined into the matter and not 
because his own mind has taken an active part in reaching and framing the belief” (p. 
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7). Dewey attributes tradition, instruction and imitation as responsible for one’s 
beliefs, as such thoughts develop unconsciously.  
 
Reflection, in contrast to these three mental thought processes, constitutes “active, 
persistent, and careful consideration of any belief or supposed form of knowledge in 
the light of the grounds that support it and the further conclusions to which it tends” 
(Dewey, 1933/1986, p. 9).   
 
6.3.1.3 Reflection requires a community and communication 
 
“Mere activity does not constitute experience” (Dewey, 1916, p. 146). Dewey 
(1910/1997) describes reflective thinking as “the kind of thinking that consists in 
turning a subject over in the mind and giving it serious and consecutive consideration. 
. . . It enables us to know what we are about when we act. It converts action which is 
merely appetitive, blind, and impulsive into intelligent action” (p. 113). In order for 
such acts to be deemed reflective, Dewey (1916/1997) asserts, the experience must 
be articulated in order for it to be communicated.  
 
Dewey (1916) states, that merely to think, without ever having to express what one is 
thinking, is an incomplete act. He recognises that having to express oneself to others, 
so that others truly understand one’s ideas, reveals both the strengths and 
weaknesses in one’s thinking, he writes:  
 
To formulate requires getting outside of [the experience], seeing it as another 
would see it, considering what points of contact it has with the life of another so 
that it may be got into such form that he can appreciate its meaning … one has to 
assimilate, imaginatively, something of another’s experience in order to tell him 
intelligently of one’s own experience. (Dewey, 1916, p. 6) 
 
It may fairly be said, therefore, such intelligent action involves the coming together of 
knowledge and experience in order to establish connections between reflective 
thinking, communication and the creation of meaning from experience.     
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6.3.1.4    Reflection as a set of attitudes 
 
Human beings are not normally divided into two parts, the one emotional, the 
other coldly intellectual – the one matter of fact, the other imaginative. The split 
does, indeed, often get established, but that is always because of the false 
methods of education. Natively and normally the personality works as a whole. 
There is not integration of character and mind unless there is fusion of the 
intellectual and emotions, of meaning and value, of fact and imaginative running 
beyond fact into the realm of desired possibilities. (Dewey, 1933/1986, p. 278)  
 
Dewey believed that the attitudes that the individual brought to bear on the act of 
reflection could either open the way to learning or block it. Awareness of our 
attitudes and emotions, and the discipline to harness them and use them to our 
advantage, is part of the work of intelligent action, he argues. He recognised the 
tendency in all human beings to see what we wish as true, or what we fear as true, 
rather than accept what evidence tells us is so. Reflection, therefore, needs to be 
guided by openness, wholeheartedness, directness and responsibility, in order to 
broaden one’s field of knowledge and awareness.  
 
6.3.2 Openness 
 
Seeing the world in new ways is one of the greatest avenues for creativity and 
personal engagement with the world (Csikszentmihalyi, 1996). And whilst we would 
all like to believe that we are open to new information, the fact is that we often block 
out much of our environment, filling in the gaps with previously learned information. 
If we are to move forward and continue learning from experience, openness involves 
a willingness to revise or even discard beliefs which we may once have held with 
great confidence, as well as a willingness to entertain novel ideas that might initially 
seem strange and counter-intuitive (Hare, 2004). If we cannot accept that our present 
views may need to be modified, or if we cannot recognise that new ideas need to be 
taken seriously, we will be forever prevented from intellectual growth which requires 
149  
“constant expansion of horizons and consequent formation of new purposes and new 
responses” (Dewey, 1916/2004, p. 182).  
 
Openness is characterised by three habits that emerge from Dewey’s work. First, is 
realisation of the self, second is the willingness to examine and construct new 
categories and prejudices and revise one’s beliefs and the third is the adoption of a 
child-like mind.  
 
6.3.2.1    Self-realising 
 
Dewey describes a closed educative experience as one that leads someone into 
“routine action”, thus “narrow[ing] the field of further experience” and limiting the 
“meaning-horizon” (Dewey, 1916, p.78). Routine action suggests that people act 
without an awareness of the effect of their actions on the environment (including 
others). In this way, a person is therefore closed to the impact that the environment 
might have on them. Thus the cycle of growth that results from two-way interactions 
is halted. Routine habits, Dewey asserts, possess us rather than our having dominion 
over them. This suggests lack of awareness.  
 
An educative experience, on the other hand, is one that broadens the field of 
experience and knowledge, toward intelligent action. It is characterised by forward 
movement rather than stagnation. Intelligent action is considered, rather than 
impulsive, and is shaped by data garnered from experience at one end and one’s goal 
or purpose at the other. As a result, intellectual growth results from “an active 
disposition to welcome points of view hitherto alien” (Dewey, 1916/2004, p. 182), 
and requires the constant expansion of horizons and consequent modifications of 
new purposes and new responses.  
 
Dewey (1916/2004) describes this disposition as a state of consciousness, “to be 
aware of what we are about; consciousness signifies the deliberate, observant, 
planning traits of activity … the purposeful quality of an activity … to act with 
meaning, not like an automatic machine” (p. 104). In his later works, Dewey (1958) 
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adds, consciousness is likened to “being wide-awake, alert, attentive to the 
significance of events, present, past, future.” (p. 398). Conscious thoughts are used to 
turn bad habits such as “unthinking routines” (p. 69), into better ones such as 
“discovery” (p. 69). Therefore, when a person acquires consciousness, they become 
more aware of their own mental processes, listen more attentively, become flexible, 
recognise personal bias and judgments, and thereby act with principle and 
compassion.  
 
Rogers (1961), concurs with Dewey, and indicates that ‘awareness’ is a chief 
characteristic of the “fully functioning” (p. 183) person. For Rogers, the person has a 
self-determining will. One fulfils this self-realisation by studying the way in which 
knowing, feeling and willing contribute to the conception of the self.  The self-
conscious use of the mind is an intelligent act, and one which requires an accessibility 
and openness to any and every consideration that will throw light upon the situation 
that needs to be cleared up, in order to help determine the consequences of acting 
this way or that (Dewey, 1916/2004, p.182). As a result, people acquire knowledge 
and see something for what it truly is.  
 
This openness to new ideas is not to be mistaken for being uncritically accepting of 
each experience. Dewey emphasised the need for properly grounded conclusions 
“the open mind is a nuisance if it is merely passively open to allow anything to find its 
way into a vacuous mind behind the opening. It is significant only as it is the mark of 
an actively searching mind, one on the alert for further knowledge and 
understanding” (Dewey, 1933/1986, p. 180-81). Similarly, Dewey warns “the mind 
that is open merely in the sense that it passively permits things to trickle in and 
through will not be able to resist the factors that make for mental closure” (Dewey, 
1933/1986, p. 137). 
 
There is, Dewey concedes, an appropriate place for a certain kind of passivity in the 
process of openness in so far as ideas are given time to sink in and ripen. An analogy 
might be found in Dewey’s (1933/1986) comments on the advice to “sleep on the 
matter” (p. 345) where he speaks of a period of incubation: 
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Then after the mind has ceased to be intent on the problem, and consciousness 
has relaxed its strain, a period of incubation sets in. Material rearranges itself, 
facts and principles fall into place; what was confused becomes bright and clear; 
the mixed-up becomes orderly, often to such an extent that the problem is 
essentially solved. (p. 345) 
 
In allowing experiences time to percolate below the surface, Dewey claims, often one 
will awake in the morning to find that “while they were sleeping, things have 
wonderfully straightened themselves out” (Dewey, 1933/1986, p. 345), but one must 
not give way to an “impatience to get things settled” (Dewey, 1933/1986, p. 123).  
 
Dewey’s (1910/1997) concept of openness is a critical one and it involves unbiased 
action and an active mind, ultimately trying to assess the merits of one’s beliefs. He 
states that education should seek to develop an “open-minded preference for 
conclusions that are properly grounded” (p 202). If we are to be genuinely thoughtful, 
we should take care “not to accept an idea or make positive assertion of a belief until 
justifying reasons have been found” (Dewey, 1933/1986, p. 124). In this way, 
openness creates a quality that allows a learner to assert themselves as a richer and 
fuller being, because possession of an “attitude of mind which actively welcomes 
suggestions and relevant information from all sides” (Dewey, 1933/1986, p. 182) is 
open for boundless possibilities and infinite potentialities.  
 
6.3.2.2    Willingness to examine and construct new categories and prejudices and    
   revise one’s beliefs 
 
There is no belief so settled that it does not require further inquiry (Dewey, 1938). 
Dewey (1916/2004) asserts, “the worst thing about stubbornness of mind, about 
prejudices, is that they arrest development; they shut the mind off from new stimuli” 
(p.175). Therefore, if new ideas conflict with existing ones, as they almost certainly 
will at some point, a preference for properly grounded conclusions will mean that 
some of one’s present beliefs will come in for re-assessment and, where necessary, 
may have to be revised or even rejected. Therefore, an individual who is open-
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minded does not hold the belief that there is only one perspective. Instead an open-
minded individual “listens to and accepts the strengths and weakness of his or her 
own and others’ perspectives” (Zeichner & Liston, 1996, p. 10).  
 
Dewey (1933/1986) reminds us also that genuine openness requires us “to recognise 
the possibility of error even in beliefs that are dearest to us” (p. 30). To be open to 
new ideas is to entertain the possibility that these new ideas may in fact be true. If 
there are compelling reasons to think they are indeed true, and if they conflict with 
beliefs we now hold, then openness requires that we be willing to revise our beliefs, 
which are now shown to be mistaken.  
 
Moreover, openness requires awareness of our affective reactions, instead of 
“preconceived categories” (Rogers, 1961, p. 115). Rogers (1961) explains that having 
preconceived categories can close the reality as it exists outside of ourselves, that is, 
in perceiving that all ‘trees are green’ we become aware of this existential moment as 
it is, thus closed to the many experiences which fall outside the usual categories, for 
example ‘this tree is lavender’. This example suggests another way of describing 
openness to experience and makes one more inclined to deal with new people, new 
situations and new problems. It means that one’s beliefs lack rigidity and permeability 
of boundaries in concepts, beliefs, perceptions and hypotheses. It means a tolerance 
for ambiguity, where ambiguity exists. It means the ability to receive much conflicting 
information without forcing closure upon the situation (Rothenberg & Hausman, 
1976). Langer (1989) describes the characteristic of openness as a state of “could be”, 
welcoming uncertainty rather than trying to avoid it.   
 
It also makes us more aware of the context and perspective of our actions than if we 
rely upon distinctions and categories drawn in the past. Under this situation, rules and 
routines are more likely to govern our behaviour, irrespective of the current 
circumstances, and this can be construed as mindless behaviour.  
 
If we are genuinely willing to revise our views, make new categories in a mindful way, 
we in turn, are paying attention to the situation and the context (Langer, 1989). We 
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are open to the realisation that there are as many different views as there are 
different observers.  Such awareness is potentially liberating, yet for many, as Dewey 
asserts, can constitute a serious challenge. Open-mindedness is a demanding virtue 
because many factors conspire to defeat our efforts at open-minded inquiry. Dewey 
(1933/1986) mentions such problems as mental sluggishness, self-conceit, and our 
unconscious fears as factors in closing the mind to new ideas. We need to be aware of 
our fallibility if we are to avoid the kind of disposition that leads to closure. Dewey 
(1998) captures the necessary balance between caution and confidence in a remark 
that also suggests how practising open-mindedness can begin to address the pitfalls 
that undermine the attitude: 
 
A mind that has opened itself to experience and that has ripened through its 
discipline knows its own littleness and impotencies; it knows its wishes and 
acknowledgments are not final measures of the universe whether in knowledge 
or in conduct, and hence are, in the end, transient. But it also knows that its 
juvenile assumption of power and achievement is not a dream to be wholly 
forgotten. It implies a unity with the universe that is to be preserved. (p. 313) 
 
6.3.2.3   The child-like mind  
 
Categorising and re-categorising, labeling and relabeling as one masters the world are 
processes natural to children. They are an adaptive and inevitable part of surviving 
the world. Freud recognised the importance of creation and mastery in childhood:  
 
Should we not look for the first traces of imaginative activity as early as in 
childhood? The child’s best-loved and most intense occupations is with his play or 
games. Might we not say that every child at play behaves like a creative writer, in 
that he creates a world of his own, or rather, re-arrange the things of his world in 
a new way which pleases him? (Freud, 1908/1991, p. 141) 
 
The child’s serious re-creation can become the adult’s playful recreation. Openness 
enables us to use a wider set of perceptual resources. The fluidity of mind that can 
maintain some constant sub-threshold awareness of pre-attentive and subsidiary 
154  
processes has been described as a “beginner’s mind” (Suzuki, 1980). A beginner’s 
mind is open and allows for new possibilities. By contrast, the older, more 
experienced mind or ‘expert’s mind’ narrows possibilities, using prior experience to 
delimit and confine observations.   
 
Dewey said that if childhood weren’t a power, then children would never grow into 
adulthood. He identifies two distinguishing features of the power of childhood. One is 
what he describes as dependence, which is not helplessness but more precisely 
working within one’s dependency: 
 
Children are themselves marvellously endowed with power to enlist the 
cooperative attention of others. But observation shows that children are gifted 
with an equipment of the first order for social intercourse. Few grown up persons 
retain all of the flexible and sensitive ability of children to vibrate sympathetically 
with the attitudes and doings of those about them. Inattention to physical things 
(going with incapacity to control them) is accompanied by a corresponding 
intensification of interest and attention as to the doings of people. (Dewey, 
1916/2004, p. 177) 
 
It was because Dewey saw childhood as a power that he argued that not only must 
children grow into adulthood but adults also need to grow into childlikeness. He 
explains: 
 
Normal child and normal adult alike…are engaged in growing. The difference 
between them is not the difference between growth and no growth, but 
between modes of appropriate growth to different conditions. With respect to 
the development of powers devoted to coping with specific scientific and 
economic problems we may say the child should be growing into adulthood. But 
with respect to sympathetic curiosity, unbiased responsiveness, and openness 
of mind, we may say that the adult should be growing into childlikeness. 
(Dewey, 1916/2004, p. 50)  
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Dewey speaks admiringly of the “open-minded and flexible wonder of childhood” 
(1916/2004, p. 207), one whom is curious, eager for new experiences, a keen explorer 
and expresses boundless affinity in problem solving. He describes the child-like mind 
as one with the ability to see a situation freshly and with a willingness to set aside 
categories that had previously been created. Therefore, rather than observing 
experience through the filter of our beliefs, assumptions, expectations, and desires, 
the child-like mind involves a direct observation of various objects as if for the first 
time.  
 
Langer (1989), concurs with Suzuki (1980), when describing mindfulness as a 
“beginner’s mind” (p. 64) - the ability to always see things as new and open. For 
Dewey (1933/1986), the notion of the beginner’s mind conjures up a mind that is 
‘relatively plastic’, a state prior to one becoming so indurated by isolated experiences 
as to be “rendered hopelessly empirical in his habit of mind” (p. 202), but a mind that 
possess the attitude of a child, “naive, wondering, experimental” (p. 202). The child 
like mind makes for continuity, for movement and for openness (Dewey, 1916/2004).  
 
6.4 Process over product 
 
The strength of Dewey’s educational philosophy lies in its capacity to offer an 
explanation of the relationship between experience and learning. Where much 
current literature merely asserts that reflection upon experience will lead to learning, 
Dewey deliberately examines the process by which this may be achieved. He argues 
that the most important form of experience is direct action. The learner cannot 
expect to learn as a mere passive recipient of experience. They must act upon their 
environment and observe the consequences of their actions. In this way stable and 
enduring patterns of human learning arise from consistent patterns of transaction 
between the individual and his or her environment. The way people process the 
possibilities of each new experience determines the range of choices and decisions 
they see.  As Dewey (1920/1982) stated: 
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Experience becomes an affair primarily of doing. The organism does not stand 
about, Micawber-like, waiting for something to impress itself upon it from 
without. The organism acts in accordance with its own structure, simple or 
complex, upon its surroundings. As a consequence the changes produced in the 
environment react upon the organism and its activities. The living creature 
undergoes, suffers, the consequences of its own behaviour. This close connection 
between doing and suffering or undergoing forms what we call experience. (p. 
129)  
 
In this way, Dewey takes the idea of learning by experience much further than some 
other educational theorists (Piaget 1959, 1969; Vygotsky, 1978). What makes 
experience, for Dewey, distinctly different from, and more valuable than, didactic 
teaching, is action. The learner is not a recipient of experience but an actor in it.  
 
Dewey (1916/2004) sees experience as a combination of the physical action and the 
consequences of that action, “we act upon it, we do something with it; then we 
suffer or undergo the consequences” (p. 139). He abhors the dualism that often 
emerges between the actions one takes and the way one thinks about these actions. 
Dewey elaborates by describing a child who sticks his finger into a flame. Placing his 
finger in the flame results in a burn, a physical change; however, it is only considered 
an experience when the movement is connected to the pain which he undergoes in 
consequence.  
 
This has important implications for Dewey’s ideas concerning the goals of education. 
If it is impossible to separate physical activity from its consequences, then it is 
difficult to plan the physical activity of others in order to achieve a specific set of 
goals. Therefore, Dewey emphasises process not only because he believes process is 
the essential quality in a democratic society, but also because from a non-dualistic 
perspective, experience and process are one and the same thing (Dewey, 
1916/2004).    
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Dewey (1916/2004) posits experience as an essential component of the 
educational process. This experience moves beyond reliance on rote learning, 
recitation and discipline, where he states: 
 
Learning here means acquisition of what already is incorporated in books and in 
the heads of the elders. Moreover, that which is taught is thought of as 
essentially static. It is taught as a finished product, with little regard either to the 
ways in which it was originally built up or to changes that will surely occur in the 
future. (Dewey, 1938/2007, p. 19) 
 
That is, it does not require conscious recognition of the relationship between action 
and consequences. The concept of progressive education recognises the importance 
of uncertainty and processes of inquiry. Inquiry as a method of learning was central to 
Dewey’s writing. Dewey (1916/2004) developed the theoretical concept of the nature 
of inquiry; he identified learning with thinking and thinking with active discovery. He 
considered the “demand for the solution” (p. 14) to be the prime motive power of 
thinking, and, maintained that processes essential for active learning are a question 
or problem to be solved or a difficulty to be surmounted; “the nature of the problem 
fixes the end of thought, and the end controls the process of thinking” (Dewey, 
1916/2004, p. 15). 
 
For Dewey, the aim of education is to contribute to the learner’s intellectual growth. 
Intelligent action and inquiry is not the regurgitation of facts or even the content of 
one’s convictions, but rather the manner in which one’s beliefs are arrived at and 
one’s ability to draw connections between ideas and experiences. Thinking pertains to 
the method by which beliefs are rationally acquired and thus must be thought of more 
as a processual matter than the achievement of a specific end-state or product 
(Fairfield, 2009).  
 
Dewey believed process and product are inseparable and depend on educative 
content focused on the solving of problems. In this way, the product is still tied to the 
activity but the process of inquiry used to reach this end-state not only has a 
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connection with, but has been enriched by, previous inquiry in some way. Such 
methods of inquiry, Dewey (1916/2004) asserts, must involve “1) a state of doubt, 
hesitation, perplexity, mental difficulty … and 2) an act of searching, hunting or 
inquiring to find material that will resolve the doubt, settle and dispose of the 
perplexity” (p. 12), that can lead to both a satisfactory conclusion and an enriched 
future inquiry. The teacher, too, must use interest to help the learner recognise and 
achieve the aims, and then use the aims to develop continued motivation for engaging 
in the activity.   
 
Interest is not something that can be artificially created within the educational 
context, but must come from the interaction between the learner and the situation. 
There must be enough interest to awaken the need for the learner to straighten out 
the perplexity, as this in turn “controls the kind of inquiry undertaken” (Dewey, 
1916/2004, p. 15). Therefore, the learner must be able to recognise a problematic 
situation and be motivated by the doubt inherent in that particular perplexity; the 
“forked road situation” (Dewey, 1916/2004, p. 14).  
 
Dewey (1933/1986) sees the state of doubt as the direct result of the act of searching 
to find material that will resolve a perplexity. The problem solving that follows is a 
natural progression of experience that is no longer moving in a determined direction 
for the learner. Key to the educational experience is getting the learner to recognise 
that this cycle of interest-doubt-problem solving is beneficial and worthy of pursuit. 
The more the learner confronts interesting problematic situations as the result of 
their own unique experience, the more confident they become in their own process 
of inquiry. This is especially important as activities become more complex and there 
are more challenging barriers between doubt and problem solving. As a result, the 
learner develops a sense of accomplishment as a result of prior success (Dewey, 
1916/2004; Glassman, 2001).  
 
In How We Think (1910/1997), Dewey devised four conditions to be met to render 
projects educative: 1) the project must be of interest; 2) the project must be 
worthwhile intrinsically; 3) the project, in the course of its development, must present 
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problems that awaken new curiosity and create a demand for information; and 4) the 
project must involve a considerable time span for its adequate execution (p. 218). 
These conditions are central not only to Dewey’s educational work but also to his 
philosophy as a whole.  
 
For Dewey, education is about activity imbued with social meaning. This vision, in 
turn, reflects his understanding of the role of education within a democracy. In this 
context, education was deemed successful if it encouraged growth in the learner. It 
was for this reason that Dewey was captivated by the idea of incorporating project 
work into the curriculum because it allowed for authentic integration of subject 
matter in teaching, and it prepared students not only to face moments of perplexity 
and doubt, but to actually desire them, and to enjoy them when they occur (Dewey, 
1916/2004). And it is true that Dewey felt it was not possible to divide product from 
process when looking at experience itself. But it is just as important to understand 
that Dewey, in his instrumental pragmatism, recognised product as being ultimately 
transient in the life of the individual and for society itself (Eldridge, 1998).  
  
6.5 Connectedness 
 
Any activity pursued on behalf of an ideal end against obstacles and in spite of 
threats of personal loss because of conviction of its general and enduring value is 
religious in quality. Many a person, inquirer, artist, philanthropist, citizen, men 
and women in the humblest walks of life, have achieved, without presumptions 
and without display, such unification of themselves and of their relations to the 
conditions of existence. It remains to extend their spirit and inspiration to even 
wider numbers. (Dewey, 1934/1980, p. 27)  
 
Our lives possess a wholeness, as does the universe. Central to this thought is 
connectedness, which emanates from a paradigm that understands everything to be 
connected to everything else. Such a worldview does not see physical life as 
disconnected, separate entities, but as entities that are interrelated. There are many 
ways in which we can achieve connectedness, to self, to others and to place and 
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space. Connectedness can be achieved when “the proposed map helps us to live a 
deeper and more connected life” (Pava, 2007).  
 
6.5.1  Connectedness to self 
 
In Dewey’s writing, we can see potential for the educative development of the 
learner’s connectedness to self. This is because it enables understanding to be 
intelligently composed, not just in a cognitive sense, but as a way of being. While the 
concern associated with connectedness to self is to be able to give sense and purpose 
to how one’s life is to be lived. Connectedness to self can be identified as spirituality; 
as primarily a searching activity, a process rather than as a collection of content to be 
transmitted by the teacher and learned by the students. Being a searching activity, 
spirituality is understood as a form of inquiry and is recognised as such via learners 
questioning, trying, challenging, testing and experimenting (Dewey, 1916/2004). The 
experiences offered through the curriculum are therefore given meanings through 
the learners who participate in them. Dewey argues that the meanings of experiences 
develop through questioning. Questions themselves arise when there is a problem or 
something of interest to us which appears unresolved and uncertain.  
 
Man finds himself living in an aleatory world; his existence involves, to put it 
baldly, a gamble. The world is a scene of risk; it is uncertain, unstable, uncannily 
unstable. Its dangers are irregular, inconstant, not to be counted upon as to their 
times and seasons. (Dewey, 1958, p. 41)  
 
Exercising spirituality requires risk and uncertainty. Dewey argued, to come to terms 
with our existence and to strive to live well, we need an environment in which 
questions can be generated, so that inquiry can progress through questioning. He 
focused a great deal of attention upon the rigour of the actual inquiry, and inquiry as 
a way of making sense of, and giving meaning to, our world and existence, rather than 
validating certain objects of knowledge. Consequently, he envisaged a global society 
in which young learners actively experience inquiring through their education; lessons 
which are not focused upon the learning or memorisation of facts by which students 
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can be certain. Rather they are characterised by the learner questioning and trying to 
become better co-investigators; to become a better person, rather than just a better 
learner. To make this possible Dewey argued that schooling must be democratic in 
nature:  
 
Since a democratic society repudiates the principle of external authority, it 
must find a substitute in voluntary disposition and interest; these can be 
created only by education. But there is a deeper explanation. A democracy is 
more than a form of government; it is primarily a mode of associated living, of 
conjoint communicated experience. The extension in space of the number of 
individuals who participate in an interest so that each has to refer his own 
action to that of others, and to consider the action of others to give point and 
direction to his own, is equivalent to the breaking down of those barriers of 
class, race, and national territory which kept men from perceiving the full 
import of their activity. (Dewey 1916/2004, p. 99) 
 
Dewey argues that education has a significant role in his call to reconstruct society 
because education should be seen as an opportunity to foster intelligent action, and 
in a democratic context such intelligent action must be initiated by committed 
individuals. Democracy should not be seen as just a form of government; it is a 
pervasive system of social organisation. “Democracy has many meanings, but if it has 
a moral meaning, it is found in resolving that the supreme test of all political 
institutions and industrial arrangements shall be the contribution they make to the 
all-around growth of every member of society” (Dewey, 1920/1950, p. 147); applying 
a moral meaning affects the sort of persons we become, the way we live our lives and 
how our actions affect others.  Life in a democratic society, as Dewey sees it, should 
contribute to the growth and development of its citizens. However, such a trajectory 
does not refer to just any sort of growth, like an increase of expertise in a particular 
specialisation, but rather must necessarily enable further growth for learners and 
society.  
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A democratic education system, that promotes the growth of each individual, Dewey 
(1916/2004) characterises with children and teachers working together to make 
better sense of themselves and their world through inquiry; by listening to, 
challenging, testing and critiquing each other’s ideas. Such inquiry represents the 
dialectical relationship between inquirer and inquired. People do not play the role of 
disinterested, detached bystander, but play the role of a participant in a world that 
has been, and is being, created through the activity of all its constituent parts; 
inquirers and things inquired into (Dewey, 1958).  Through the activity of inquiry, 
both the inquirer and thing inquired change; the things on both ends of this relation 
are altered through their interaction with each other and are opened to reveal new 
ways to deal with situations and new kinds of connections in the world.  
 
The Deweyan perspective of inquirer is a person engaged in reshaping and 
reconstructing their understanding of the world through communication with and in 
it. The individual understandings made through moral reasoning are not to remain as 
only subjective, personal meanings because this can lead to a form of dogma, but 
there is to be a personal sharing with peers for the purpose of continuing to have 
ideas critically tested and to have them move beyond immediate and personal 
contexts (Dewey, 1985). From an educative perspective, a school should be a 
community of full participation and “conjoint communicated experience” (Dewey, 
1916/2004, p. 99) in which moral reason would develop.  
 
6.5.2  Connectedness to others 
   
Democracy is seen as the culture of a whole society; with fulfillment of life 
determined by the power of cooperation and communication. Dewey places 
emphasis on cooperation and communication and describes them as the connection, 
or transaction (Dewey & Bentley, 1949/1989) which connotes the mutual and 
reciprocal. Such reciprocity is an imperative in order to establish a productive and 
meaningful connection between citizens residing within a community. Such a 
meaningful connection is not just a matter of associated activity. It involves a 
consciousness of its consequences on the part of the citizens, as well as a shared 
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desire to sustain that activity for those ends. This is consciousness not merely as an 
individual awareness, but as a social consciousness in the sense of joint or mutual 
knowledge, which effectively implies both community and communication: 
 
Regarded as an idea, democracy is not an alternative to other principles of 
associated life. It is the idea of community life itself. . . Wherever there is 
conjoint activity whose consequences are appreciated as good by all singular 
persons who partake in it, and where the realisation of the good is such as to 
effect the energetic desire and effort to sustain it in being just because it is a 
good shared by all, there is in so far a community. The clear consciousness of a 
communal life, in all its implications, constitutes the idea of democracy. (Dewey, 
1989, p. 328) 
 
Therefore, for Dewey, a society is democratic by virtue of the extent to which its 
citizens encourage and sustain community. The community, as such, is a localised 
place where human life is nurtured, where willingness and power to listen precede 
any given speaking (Dewey, 1989); it is a way of living in which a group of people is 
bound together by "mutually interpenetrating" interests, where each has to refer his 
own action to that of others, and to consider the action of others to give point and 
direction to his own (Dewey, 1916/2004). This means that each individual acts in ways 
that are congruent with the interests of others and which actively reflect and enhance 
them. Therefore, the purpose of sharing with peers regarding the ultimate purpose 
that they believe are good and will base all activities upon, is emphasised by Dewey 
because eventually their peers are going to experience the consequences of those 
actions in one way or another. Learners should become aware of the cause-effect 
relations between individuals and the shared environment. As a result, the Deweyan 
community tends to achieve outcomes that are not only coherent, but maximally 
inclusive of individual interests as well.  
 
The democratic community, as Dewey describes, is richer than understandings of the 
term ‘community of practice’, as presented in educational literature (Lave & Wenger, 
1991; Wenger, 1998). The democratic community is not authoritarian and 
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hierarchical, with policy determined by those in positions of power, and commanded 
down the line. The interests of the social groupings who will feel its effects mould 
change within the community; it is not directed from above, but is communicated 
from a variety of perspectives by individuals. Individuals do not operate in isolation; 
their doings transact with other individuals and their actions have ramifications, 
which ripple beyond consequences to themselves. Individuals are flexible in pursuing 
habits held as valuable traditions, in order to bring about harmony and equilibrium; 
such influence connotes “being” rather than merely “doing” (Henderson, 2015).  
 
Members of a community, as Dewey conceives it, are actively involved in building 
community, and sharing responsibility for its growth and development. Growth and 
development require being capable of living harmoniously within different value 
systems simultaneously. In order to overcome the problems arising from such 
diversity, acknowledging that diversity exists in a cultural medium, and not within 
human nature, the path for conflict resolution is inquiry. The ability to utilise scientific 
inquiry to overcome such problematic situations stands as the first condition for the 
possibility of bringing about the “Great Community” (Dewey, 1954, 1989); 
reconstructing values and cultures by drawing communities together is through 
communicative education as Dewey (1897/2004) asserts in My pedagogic creed: 
 
I believe that education is a regulation of the process of coming to share in the 
social consciousness; and that the adjustment of individual activity on the basis of 
this social consciousness is the only sure method of social reconstruction. (p. 22)  
 
This uncovers one of Dewey’s assumptions about a Great Community, those 
associations that will be willing to adopt new traditions, in the effort to better 
acclimate to neighbouring communities, will be able to transform into a Great 
Community; this requires the constant adjustment of individuals to each other, and 
arrangements to continuing efforts to be inclusive of the interests of all. Thereby it 
provides opportunities for the development of distinctive capacities and individual 
contributions which themselves are a means to further growth (Dewey, 1938/2007).   
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Dewey (1954) envisages the Great Community as "a life of free and enriching 
communion" (p. 184). A communion of community, cooperation, communication and 
inquiry; that "will have its consummation when free social inquiry is indissolubly 
wedded to the art of full and moving communication" (Dewey, 1954, p. 184). 
Democratic citizens must be both articulate and informed, which Dewey (1954) states 
requires the continuous, systematic, and freely conducted social inquiry, effectively 
communicated throughout the society at large.  
 
There is more than a verbal tie between the words common, community, and 
communication. Men live in a community in virtue of the things which they 
come to possess. What they must have in common in order to form a 
community to society are aims, beliefs, aspirations, knowledge – a common 
understanding – like-mindedness as the sociologists say. Such things cannot be 
passed physically from one to another, like bricks; they cannot be shared as 
persons would share a pie by dividing it into physical pieces. The 
communication which insures participation in a common understanding is one 
which secures similar emotional and intellectual dispositions – like ways of 
responding to expectations and requirements. (Dewey, 1916/2004, p. 26) 
 
Community exists when values and dispositions are communicated. Unlike the pie 
Dewey refers to, where it can only be divided into a finite number of pieces, 
communication can be spread widely. Therefore, ordinary conversation forms the 
lifeblood of a democracy, as Dewey reminded us, and where it is genuine it involves a 
renunciation of absolutism and open-ended quality that the notion of dialogue well 
captures: 
 
Not only is social life identical with communication, but all communication (and 
hence all genuine social life) is educative... The experience has to be formulated 
in order to be communicated. To formulate requires getting outside of it, seeing 
it as another would see it, considering what points of contact it has with the life 
of another so that it may be got into such form that he can appreciate its 
meaning. Except in dealing with commonplaces and catch phrases one has to 
assimilate, imaginatively, something or another’s experience in order to tell him 
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intelligently of one’s own experience. All communication is like art. It may fairly 
be said, therefore, that any social arrangement that remains vitally social, or 
vitally shared, is educative to those who participate in it. Only when it becomes 
cast in a mold and runs in a routine way does it lose its educative power. (Dewey, 
1916/2004, p. 6)  
       
Meaningful, educative experiences permeate our lives, to the extent that we are 
consistently engaged in a genuinely communicative, social activity, and formal 
education is a small, yet deliberate part, of a continuing process. When there is 
genuine communication, and all participants operate under a mutual understanding, 
the activity is shared and becomes genuinely meaningful, and community is 
established.  
 
Community is an abundant combination of communication and inquiry-based 
activities directed towards shared and interconnected interests and goals. Such social 
interdependence provides the conduit for the growth of meaningful experience and 
of our capacity for further development. Community is such a rich source of growth, it 
is abundantly educational. And given that democracy is founded upon community, 
democracy shows itself to be a deeply educational and necessary form of life: 
 
[Democracy] is primarily a mode of associated living, of conjoint communicated 
experience. The extension in space of the number of individuals who participate in an 
interest so that each has to refer his own action to that of others, and to consider the 
action of others to give point and direction to his own, is equivalent to the breaking 
down of class, race, and national territory which kept men from perceiving the full 
import of their activity. These more numerous and varied points of contact denote a 
greater diversity of stimuli to which an individual has to respond; they consequently 
put a premium on variation in his action. They secure a liberation of powers which 
remain suppressed as long as the inclinations to action are partial, as they must be in a 
group which in its exclusiveness shuts out many interests. (Dewey, 1916/2004, p. 87) 
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6.5.3 Connectedness to place 
 
Some insightful work on theories of place draw upon environmental thinkers such as 
Leopold, Jackson, Berry and Esteva, who were cognizant of the interconnection of all 
things and encouraged, through their work, an ethic of care for the land. Over the last 
two decades this line of thinking has reached increasing prominence in education 
through the work of Gruenewald (2003, 2014), Orr (1992), Sobel (2004), Thomashow 
(2002) and Geertz (1996) who writes the study of place “can be brought to bear on 
the grand complexities that plague the world” (p. 262).  
 
From the literature, the understanding and aim of place-conscious educational 
thinking is to address some of these complexities that plague the world through: 
strengthening local identity and economy; contexualising education in the everyday 
experience; acknowledging the history, diversity and uniqueness of places, and 
developing a sense of place which leads to care, responsibility and sustainable futures 
(Gruenewald & Smith, 2014).   
 
A sense of place aims to be experiential, sustainable, acknowledging the whole in 
which we are embedded, and not separating the natural from the human. Establishing 
a sense of place aims to deal with the interdependence of cultural and environmental 
issues within places. Sanger (1997) comments, “a sense of place refers to an 
experientially based intimacy with the natural processes, community, and history of 
one’s place” (p. 4), which draws parallels to Dewey’s experiential pedagogy. Dewey 
(1916/2004) asserts that, “all studies arise from aspects of the one earth and the one 
life lived upon it” (p. 91), and emphasises the importance of developing an 
educational system in which “the sense of reality [is] acquired through first-hand 
contact with actualities” (p. 11).  
 
The school building had about it a natural environment. It ought to be in a 
garden, and the children from the garden would be led on to surrounding 
fields, and then into the wider country, with all its facts and forces. (Dewey, 
1990, p. 75) 
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Dewey’s experiential pedagogy is dependent on uniqueness of place because that is 
where life occurs. A multidisciplinary analysis of place reveals the many ways that 
places are pedagogical (Gruenewald & Smith, 2014). That is, all educative experiences 
should have geographical, artistic, literary, scientific and historical aspects (Dewey, 
1916/2004). 
 
Further invoking the importance of place, Dewey believes that “education must be 
conceived as a continuing reconstruction of experience” (Mc Dermott, 1973, p. 450). A 
regeneration that is dependent upon a relationship reciprocal in nature; relationships 
in which one nurtures and is nurtured by the surrounding social and ecological 
environment. The depth and reliance of such a connection fosters what Orr (1992) 
identifies as ‘inhabitants’ rather than residents of society: 
 
A resident is a temporary occupant, putting down a few roots and 
investigating little, knowing little, and perhaps caring little for the immediate 
locale beyond its ability to gratify … The inhabitant, in contrast, dwells … in an 
intimate, organic, and mutually nurturing relationship with place. (p. 130-131)  
 
Education grounded in place connects learning with dwelling (Orr, 1992). Residing in 
place usually carries very little commitment; by contrast, dwelling means that one will 
be around for a long period of time and encourages an ethic of care. Through 
experience and investigation of the seasons, rhythms of natural cycles, culture, 
history, and the communities within which humans live, we can unearth detailed 
stories that explain how certain places came to be as they are now. This allows us to 
develop and begin to feel a sense of place. Through direct conversations with the 
elements of place, sharing stories of the land with fellow inhabitants, we come to 
know the spirit of a place and to realise that we are part of a part and that the whole 
is made of parts, each of which is whole (Smith & Sobel, 2014).  
 
The interconnectedness of place contributes to our understanding and appreciation 
of the whole; a place where hidden connections become visible. By engaging in place 
in this manner our lives become rooted in a continuum of past, present and future. 
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We come to understand and appreciate the ways in which communities lived in 
places for generations. Orr (1996) writes of such deep knowing as a form of “slow 
knowledge”. This is knowledge that Berry (1970) states cannot be rushed; a lifetime 
may not be enough to fully appreciate the intricacies and nuances of even a small plot 
of land.  
    
6.6 Time 
 
During the last few decades, the shift to a globalised capitalist economy has altered 
our sense of time, and it now governs social life (Hartman & Darab, 2012). As 
societies evolve, so does the concept of time (Hartman & Darab, 2012; Giddens, 
1984; Thompson, 1967; Thrift, 1990). It is part of the social ethos of our daily 
experiences, often viewed as a commodity or resource that could be spent or saved, 
found or lost, bought or exchanged.  
 
The concept of time is continually evolving as a new paradigm of development 
achieves social dominance and reshapes social structures and activities. Prior to the 
arrival of the First Fleet in Australia, “life was marooned, and time, like a slowly 
turning wheel, was only night and day, summer and winter, birth and death, the ebb 
and swell of tides” (Dark, 1941/1990). The native inhabitants of Australia, the 
Aborigines, were attuned to these natural rhythms. Time is a dimension of social life in 
all cultures. What is of importance was the way time was conceived and observed. For 
the Aboriginal people time was continuous and cyclic. They would utilise subtle 
changes in foliage, wind direction, tidal movement and bird migration to mark the 
change in seasons, identify a particular event and passage of the year.    
 
With the colonisation of Australia came the measurement of time. The economic 
survival of the colony depended largely on the regulation of labour and task 
orientation, managed by a set timetable of work-hours. This imposition was a version 
of the new systems of factory discipline that industrialists were attempting to 
inculcate in Europe. It was not long before the measurement of time changed with the 
introduction of industrial capitalism, and clock time became the dominant method of 
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regulating social life (Urry, 1994; Giddens, 1984). The changes in manufacturing 
technology demanded greater coordination of labour. This resulted in the gradual 
permeation of clock-based timetables and routines, not only in business, but in 
domestic and social life as well. A shift in time consciousness was fundamental in 
ensuring the working class valued the concept of keeping time, as time became 
measurable. Time was no longer to be passed; time was to be spent (Thompson, 
1991).      
 
The advance of industrialisation changed time from being tied to the rhythmic cycles 
of our natural environment to being a commodity that can be controlled (Adam, 
1995), with education also becoming set to the tune of rigid, linear clock time. Hours 
of learning became regulated by ringing bells and years of mental, physical and 
emotional development defined by stages of linear development. The life rhythms and 
natural cycles were ignored and overshadowed by the mechanics of industrialism as a 
way forward.  
 
Dewey challenges the mechanistic metaphors that guide modern schools. He reminds 
us that education is not only about life, truly meaningful education is life: “to learn 
from life itself and to make the conditions of life such that all will learn in the process 
of living” (Dewey, 1916/2004, p. 51). Therefore, rather than follow the contrived 
tempo of clocks which generally govern our lives, education and learning should 
follow a tempo of time rooted in intention, life systems and human activity. The 
ancient Greeks distinguished two kinds of time: chronos and kairos. Chronos is the 
way we tell the time and put things in orderly sequence, chronology. It tells us if we 
are on time or late. Kairos, named after the Greek god of opportunity, conveys a living 
rhythm connected with cyclical time associated with the motion of the sun, stars, 
moon and the earth. It is connected to one’s natural tempo, the soul’s time (Wu, 
2010). There is little doubt that Dewey’s declaration ‘education is life’ has been 
significantly impacted by education’s emphasis on chronos, its relation to 
performance and outputs and its focus on producing productive professionals to 
maintain competitiveness.    
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Education should be one location where we rely upon and submit to kairotic time. 
Papastephanou (2014) states that turning to kairotic time will require a different 
temporal framing of thinking itself. However, she does not turn the distinction 
between chronos and kairos into a dichotomy, instead questioning the dominant 
priority of the chronological sense of time, identifying that thinking happens in the 
“temporality of kairos, when the linear flow of time, chronos, is interrupted by an 
opening that allows for something wholly different to emerge” (Duarte, 2009, p. 251).  
This is what Dewey refers to as an experience - an experience that flows over time and 
has a unity to it, “every successive part flows freely, without seam and without unified 
blanks, into what ensues” (Dewey, 1934, p. 36). In addition, this flow builds upon itself 
toward a completion such that the experience “is so rounded out that its close is a 
consummation and not a cessation” (Dewey, 1934, p. 35). In this way, kairos 
resembles Csikszentmihalyi’s (1996, 2008) concept of flow.  
 
6.6.1 Flow 
 
Personal accomplishments are often a matter of opportunity and devoted effort. 
Psychological studies of the lives of eminent painters, writers, musicians, 
philosophers, religious leaders and scientists of previous centuries reveal early, 
intense, concentration on previous work in their fields, often to the near exclusion of 
other activities (Csikszentmihalyi, 2008). When Isaac Newton was asked how he had 
managed to surpass the discoveries of his predecessors, he replied, “by always 
thinking about them”. Mathematician Friedrich Gauss said that if others had reflected 
on mathematical truths as deeply and continuously as he had, they would have made 
the same discoveries. The same fundamental processes appear to be required for 
deep cognitive thought (Langley & Simon, 1981). The acquisition of information and 
the problem solving of beginners differ in the amounts of time and level of 
concentration, rather than the information available or the processing capacity of the 
mind.  
 
When people are doing something that is of interest to them they are more likely to 
feel centred and be who they feel they truly are. In this state they enter, what Ken 
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Robinson (2009) calls “our element” (p. 1), or in sporting terms, ‘the zone’. 
Csikszentmihalyi (2008) describes this as flow, where people are so engaged in an 
activity that everything else is unimportant. A state of optimal experience. Time also 
feels very different in the state of flow, or the zone. One of the most common 
descriptions of being in ‘the zone’ is that time no longer seems to pass the way it 
ordinarily does. Generally, after the experience people do not know where the time 
went; however, during the actual experience, time seemed to stand still. 
Csikszentmihalyi (2008) described the transcendence of time as a feature of an 
optimal experience. 
 
This state of flow is characterised by involvement, focus and concentration. The 
person is completely there in the present. The given activity that triggers the state of 
flow is driven forward by an inner motivation that it becomes an autotelic experience. 
The term "autotelic" derives from two Greek words, "auto" meaning self, and "telos" 
meaning goal. It refers to a self-contained activity, one that is done not with the 
expectation of some future benefit, but simply because the doing itself is the reward 
(Csikszentmihalyi, 2008). 
 
When people are connecting that way with their deep interests and natural energy, 
time tends to move more quickly, more fluidly. Another common feature when 
people are in the zone is the movement into a “meta-state” (Robinson, 2009, p. 91) 
where ideas appear to transpire more quickly. People become one with what they are 
doing and unified with the natural energy, processes and efforts that are being made.  
“So there’s a real sense of ideas flowing through and out of the person; that they’re in 
some way channeling these things. The person is being an instrument of them rather 
than being obstructive to them or struggling to reach them. Eric Clapton describes it 
as being “in harmony with time” (Robinson, 2009, p.91).  
 
Csikszentmihalyi (2008) writes about his theory of flow as a “state in which people are 
so involved in an activity that nothing else seems to matter; the experience itself is so 
enjoyable that people will do it even at great cost, for the sheer sake of doing it" (p. 
4). In this way, the state of flow, is likened to being in the zone: 
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 This happens when psychic energy – or attention – is invested in realistic goals, 
and when skills match the opportunities for action. The pursuit of a goal brings 
order in awareness because a person must concentrate attention on the task at 
hand and momentarily forget everything else. These periods of struggling to 
overcome challenges are what people find to be the most enjoyable times of 
their lives. (Csikszentmihalyi, 2008, p. 6) 
 
Csikszentmihalyi’s (2008) concept of flow speaks of “the elements of enjoyment” (p. 
48) that comprise a perceived optimal experience. In this way, the experience of flow 
is empowering. It is a way of feeling deeply connected with natural and internal 
rhythms and it is about being comfortable in your own skin. It comes about through a 
sense of feeling perfectly relaxed to be doing what you are doing (Robinson, 2009).      
 
Therefore, time is important, but certain types of time shouldn't be overestimated. 
The relationship between time and learning is not straightforward, and the research 
has demonstrated that simply adding more time to the school schedule does not 
translate directly to higher academic achievement. The effect of additional time 
depends upon how that time is used.  
 
Even the youngest boys and girls must be free to continue what they begin, and 
must be helped to see it through to a satisfying end. Industry has to be 
encouraged all the time, but there must be fallow periods as well. Even what 
looks like idleness will be left untouched by the teacher in her wisdom. (Black, 
2002, p.4) 
 
Changing mindset about time may be more than an intellectual exercise; we must 
question the belief that learning always takes a fixed amount of time. According to 
eminent physicist, Ernst Mach, “It is utterly beyond our power to measure things in 
time. Quite the contrary, time is an abstraction, at which we arrive by means of the 
change of things” (Mach, 1883/1960, p. 273).   
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6.7 Conclusion   
 
This chapter presented an examination, using selections from the educational 
literature, of the emergent themes that were revealed in the participant’s interview. 
Of particular relevance to this thesis is the emergence from the thematic analysis of 
an indication of the ways in which Slow might have educational importance. The 
scholars examined here, in particular Dewey, argue that at the heart of each theme, 
and therefore Slow, is meaningful experience built upon the following four qualities:  
 
1) Slow state of mind - reflective and open;  
2) acknowledgment and value for the process;  
3) connectedness - to self, to others and to place and;  
4) time - attuned to natural rhythm and tempo.  
 
In this way, the educational implications of the literature aids in revealing the wider 
context for understanding the phenomena of Slow – which I will be applying to 
technology-rich education. In addition, the thematic analysis provides images of Slow 
that form a whole from disparate parts. In turn, this expands our capacity as human 
beings, aiding in the orchestration of a recovery of self and the world.    
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6.8 The way forward 
 
The following two chapters represent Phase Two and Three of the research (Chapter 
Seven and Eight) which depart from the linear presentation of this thesis. Figure 3 
demonstrates the phenomenological framework, and the equal standing of these two 
chapters (Refer to Chapter Four for the complete research framework).  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 3. Phenomenological framework – Phase Two (Chapter Seven) and Phase Three (Chapter Eight)   
 
An important part of this research is sustained praxis between philosophy and 
education. In this way, Phase Two of the research is philosophical in nature and Phase 
Three is educational. Phase Two (Chapter Seven) explores the ‘ontology of Slow’ 
through semi-structured interviews with six educators who have expressed an 
interest in ICT-rich education. Phase Three of the methodology focuses on the role of 
Slow in technologically-rich education and is explored through a focus group 
discussion, in order to develop an understanding of how Slow might fit into different 
educational contexts, what the outcomes of Slow might be, and how Slow might 
contribute to a future-oriented view of education.  
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Chapter Seven 
 
We can never be quite clear whether we are referring to the world as it is 
or to the world as we see it. –Gregory Bateson 
 
Phase Two - A phenomenology of Slow 
 
7.1 Introduction  
 
This chapter focuses largely on philosophical phenomenology, namely, the ontology 
of Slow, through the lives of six educators with an expressed interest and experience 
in ICT-rich education. Through the interview process described in Chapter Four, six 
educators engaged in a search for meaning and identity concerning action-taking and 
decision-making from within the course of their professional and personal journeys. 
These identities were crucial to understanding Slow ontologically; as a way of 
knowing ourselves and the world, as both subject and object.  
 
The chapter begins with a narration of each educator’s history and background and 
captures crucial memories from within the course of their professional and personal 
journeys. Following this, the structure shifts to exploration of emergent themes to 
write about the Slow phenomena. What will appear to be a departure from van 
Manen’s framework was a solution to the challenge of linking the educational with 
the philosophical strands of the research.  
 
7.2 Six ICT educators’ life stories 
 
7.2.1 Steve’s story  
 
Steve was the first participant I met for the interviews. He is leader of a group of 
teachers, interested in eLearning, in Sydney’s Catholic Education Office (CEO), 
Southern region of Sydney. Steve specialised in Physics (and Science) education at 
university, and in 1997 began teaching General Science and Physics at a secondary 
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school. Since then, he has taught Physics at several other secondary schools, and 
since 2000, has worked as an advisor to other teachers wanting to integrate ICT into 
their teaching practice in the Sydney CEO. When asked to be a participant, Steve 
accepted the request quite fervently, and our meeting was arranged for the very 
next day. He is a passionate advocate for ICT-rich education, and is not one to pass 
up an opportunity to showcase the work of the teachers with whom he works and 
the accomplishments of the Sydney CEO.  
 
Filled with confidence and certainty during the interview, Steve was able to articulate 
current practice and what he envisaged for the future of ICT-rich education. His 
descriptions and arguments about the place of Slow within ICT-rich education were 
vivid and clear. He also detailed several curricular examples he had developed, in 
partnership with the teachers with whom he was working. For example, he spoke of 
students blogging science experiments, describing students reflecting on the process, 
receiving peer and teacher feedback, and working at their own pace as the 
technology could be utilised beyond school hours.  
 
Steve’s motivation for ICT-rich education is complex. Whilst his major concern as a 
leader of ICT-rich education was focused mostly on the teachers, and how, as a 
whole, they were able to envision their identity and sustain their passions, namely, 
how they could flourish beyond conventional activities and approaches, he also felt 
strongly and personally responsible for this. He presented quite strong in character; 
convinced of the ‘right’ way to do things. However, there was a sense that he took 
the achievements (and failures) of any ICT-education initiatives implemented by the 
CEO quite personally. He saw these as a direct reflection of his own professional 
successes (or failures) citing the particular example of the Digital Education 
Revolution (DER). Steve explained that the federally funded government allocation of 
$1.2 million to schools and school systems to distribute technological hardware to 
students had been met with uneven success around the country but with serious 
consideration and forethought at Sydney CEO he believed that their own response to 
the DER, while somewhat problematic, appeared to fair better:  
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So that was not handled as well as it might have been but I’d say the Catholic 
Education Office did better than most, if not the best that I know of in terms of 
Australia, so even though we rolled it out before anyone else, we made sure 
there was professional development offered to teachers before, during and 
after.  You can wait too long on some of these things. (Steve) 
 
Steve displays a strong valuing of personal voice; his position as eLearning leader 
allows him to impose values and beliefs that legitimize his strong ideological beliefs. 
His voice, both literal and symbolic, displays a deep sense of meaning in his work and 
results in a strong sense of commitment to community in identifying and developing 
initiatives that support his educational, technological ideologies.  
 
However, Steve’s narrative also presented an interesting dichotomy between the 
Fast of his professional life, and the Slow of his personal life. Technology appeared to 
be his attendant and invaluable companion at work, yet was an intruder at home. 
Whilst Steve now resides in the busy Sydney inner west with his wife and two young 
children, it is a far cry from his upbringing, just outside of Birmingham, in the 70s and 
80s:  
 
I was raised just outside of Birmingham in the green belt outside a medium 
sized, relatively high SES town. I attended catholic primary, secondary and 
senior schools, and then went on to complete a Bachelor of Science at 
Manchester University. My first teaching appointment was at Cardinal Newman 
School, Coventry where I taught senior Physics and junior Science.  
 
In 2002, I purchased a round-the-world ticket and arrived in Australia, I was 
meant to leave and go on to New Zealand and the United States but I decided to 
stay because I loved the country and needed to experience more of it. I am now 
married with two children so there is no going back.  
 
Since 2008 I have worked for the CEO as Senior eLearning Advisor. I work with 
17 secondary schools in the south west of Sydney around the integration of 
technology in teaching and learning, plus I have some Archdiocesan 
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responsibilities, particularly mentoring new eLearning advisors and facilitating 
the Archdiocesan eLearning advisors network.  
 
Technology plays an important role in my life. My earliest recollection of 
technology would have been in 1983, when I was 11 and my Dad bought the 
family a Commodore 64, and we played Magmania on it. Possibly a little bit 
before that my cousin had a Dragon 32 and we used to play Battlezone on that, 
and he actually used to be a programmer.  There was always a family computer, 
so the Commodore 64 probably evolved into Amstrad or some other type of 
beast. Then I went away to uni at 18, where I would have used computers. Then 
around 1999, my girlfriend at the time got a laptop, which was like incredible. 
Huge! And I used it to write my final year’s dissertation, but because the 
memory was so – you needed to actually use certain fonts, and I was in Physics 
so I needed to use the Greek alphabet, you needed to have certain font 
software or certain amount of memory and the laptop couldn’t cope with that, 
so I ended up using – doing all my algebra with kind of basic symbols, like you 
know shift numbers and symbols, which would read very strangely. But then 
when I turned 21, just at the end of my degree, I bought a laptop, so I probably 
had one personally myself since the age of 21.  
 
My work is around the use of technology in the classroom. My day to day work 
processes are very much around technology so obviously email, but then Google 
docs for sharing, Google groups for communication, Google sites for central 
points, and since about 2008/2009, Twitter has been very much part of my work 
processes. It is something that I have added to my own work processes. It has 
helped obviously with collaborating with people further afield and for my own 
lifelong learning. Obviously, I use technology in my study, so from that point of 
view, for word processing, researching, analysing data. So everything from Excel 
through to SPSS and things like that. And then at a leisure point, there is not 
much leisure time. I do actually find it a bit of a busman’s holiday, so it can be 
quite addictive, but then at the same time, if I am always going to be on 
technology at home, then I am going to be too close to email and to work all the 
time. It’s a trap I sometimes find myself in, so I try to wean off it, and I don’t like 
to be on there in front of my kids who are quite little.  
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Technology takes me away from my kids, but it’s what I do at work, so to speak. 
Now, at the same time you do find yourself when you think about things asking: 
“has that email come through,?” You might if you have got a spare minute nick 
off and do it, but then you know, I don’t want to take away from the time with 
my kids and sometimes I am good at that and sometimes I am not. (Steve) 
 
Steve’s voice tone expresses cautiousness and an awareness of the conflict that exists 
between his professional identity and his personal life. As he reflects on the last thirty 
years, his current professional experience with technology has seemingly transformed 
the memories he had of technology growing up. As he recalled the excitement and 
anticipation of the family acquiring their first family computer and the joy of playing 
computer games with his cousin, his characterisation of the evolution of technology, in 
his household, from the Commodore 64, to an Amstrad, to “some other type of beast” 
is poignant in describing the struggle of the place of technology in his life.  
 
Steve’s advocacy and technological affiliation tended to unearth challenges about how 
to ensure technology and work did not consume his entire life. He presented a strong 
sense of belief about what he held to be important things to do, for example, it was 
important that both he and his wife minimise time on technology in front of their 
children, and that the time spent with their children was uninterrupted and focused.  
 
The place of technology in Steve’s life has undergone various transformations. What 
was once a source of excitement and novelty that would often result in the extended 
family gathering together has morphed into a “beast” to be tamed. Gone is the child-
like excitement and awe that surrounded the possibilities of the technology and in its 
place is the vision of a tool that he consciously shields his family from, and utilises 
more for work than for pleasure.   
 
These tales of struggle illustrate gaps in Steve’s strong belief around the role of 
technology in both his professional and personal identity. It provides a clue to 
understanding his story of navigating the Fast of work life with the Slow of home. 
Articulation of these ideals signals his endeavour to do this navigation, even though 
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there is the acknowledgment that “sometimes I am good at that and sometimes I am 
not”. In this way, Steve’s story evolves through continuous effort to balance personal 
dispositions with professionalism, in ways that does not compromise either identity.  
 
7.2.2 Chris’ story  
 
Chris has engaged with ICT education groups, such as the Computer Studies Teachers’ 
Association (CSTA; a statewide network of computer educators), and the NSW Board 
of Studies Examination writing and marking committees since the early years of the 
mid-nineties, and now works as Head teacher of Technological and Applied Studies 
(TAS) at a state secondary high school on the central coast of New South Wales. Chris 
was not convinced he fit the criteria for this research. On his reply to my invitation to 
be interviewed, he requested to see the questions (Appendix 3), “so I can be better 
prepared, which will give me a chance of achieving a band 6”, (“band 6” refers to the 
highest achievement band attainable in the NSW Higher School Certificate). Chris 
arrived at the interview with a piece of paper covered in hand written notes, an 
attempt to pre-empt the topic of conversation and questions. Therefore, our 
conversation was not as spontaneous as I would have liked, and his reference to 
perform at a band 6 standard might have influenced his ideas and retelling of his 
stories.  
 
I have known Chris for many years through professional networks, and know him to be 
well versed in terms of ICT curriculum content, yet his responses revealed that use of 
technology in his personal life was sparing and calculated. I remember days spent 
working together on the examination committee where we would discuss the latest 
technological innovations, and others within the committee would produce their 
phones and compare the latest apps, to which Chris would respond by producing his 
flip Motorola and remind us that his device was perfectly capable of making and 
receiving phone calls. He always placed it out on the table; it was his badge of honour. 
I was intrigued to know how he managed to negotiate the tensions between his role 
as Head Teacher Technology; having to keep abreast of the ever-changing nature of 
technology, ICT-rich curriculum, his technologically savvy students and perform 
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automated administrative duties when he makes the choice to engage with 
technology in his personal life in such a limited capacity.     
 
Therefore, my request to meet with Chris was to see how he understood the influence 
of the Fast nature of technology on his ideas about ICT-rich education. In particular, 
how his personal values and disposition may have come to shape his own distinctive 
ways of experiencing and interpreting ICT-rich educative experiences. He states:  
 
I am Head of Department (HOD) Technological and Applied Studies. I was 
trained as an Industrial Arts teacher at the University of NSW a long time ago 
and gradually got into computing in the first high school I was at. I did a bit of 
computing at uni but came into teaching computing early on in my high school 
teaching career, became a Computer Coordinator, and then got a position as 
HOD Computing at my present school at Gosford about 20 years ago.  
 
I like to use technology to enhance my life. I am not a great user of the mobile 
phone, unless I have to and then I will gladly use it. It’s a choice that I have 
made, but there are so many other aspects of life that I am involved in that I just 
find out what works best for me and use it that way. Although I have to be 
aware of what’s happening in technology for the curriculum that I teach at 
school. 
 
I find a lot of technology fascinating and therefore I get involved in using it not 
only for my work but for leisure.  
 
I have to use technology for email and administration and so on. But obviously I 
have to keep up-to-date with certain technologies to be able to be relevant to 
teach the kids. For example, the next thing I am looking at is augmented reality 
and 3D printing. So 3D printing is very popular at the moment and at our school 
we want to be at the cutting edge, but augmented reality is a bit different and 
not too many people know about it. I found it fascinating when I went to a 
course on it. So it also gives me a bit of encouragement or motivation to learn 
something different, and to keep learning. Technology is a really good way of 
keeping up-to-date and keeping your brain working all the time and relevant 
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and understanding what kids at my school are dealing with in their life. And my 
own kids as well.  
 
Some things I adopt immediately, for example, I love playing golf, one of the 
latest things over the last five years is the distance finder, people pay $300 for a 
distance finder. I think that is over the top, just not necessary, in that case for 
me it’s not relevant to what I want to do or use it for, plus I reckon I can judge 
within a metre to 200 hundred metres anyway with my brain. I think some 
technology, like that, can make your brain lazy, however, other technology 
involved in golf I would freely adopt because its makes my game better, for 
example, carbon fiber golf clubs and golf shafts, even running shoes, the 
technology they have put in running shoes makes them lighter but still protects 
your feet and muscles when you run – that sort of technology fascinates me, 
that they can continue to develop materials that perform even better. 
 
In some cases people can become too reliant on technology. For example, kids 
using calculators to add up simple calculations. I do it on the board manually 
and they are fascinated by it; they say why don’t you use a calculator? This is 
the way I was taught and it gets my brain thinking. Part of what I do there is to 
estimate what the answer will be before I start and therefore I’m not totally 
reliant on the calculator, if I get it wrong or what I think is the wrong answer I 
will know that I have to recheck it, so I don’t accept what comes out of it.  
 
 On other hand, you can either wash your car yourself or put it through a car 
wash, which is technology. Now I know how to wash the car manually so there 
is no need for me to do that, I can if I have to, but if I can afford to put it 
through the car wash and it is going to save me time then that it is technology 
being used in the right way. However, if technology means that you’re using it in 
a way that is preventing you from expanding your mind and developing your 
mind fully then I think that’s a problem and an issue. The technology must add 
to our lives and enable us, and not disable us. (Chris) 
 
Throughout Chris’ story he expresses a deeper appreciation and understanding of 
technology that extends beyond technological devices and software. This profound 
184  
perception of technology is valuable to Chris because it ensures he critiques the 
improvements technology has to offer; he checks to see if it will enhance his life in 
some way.  For example, Chris would adopt technology that can improve his golf 
game and keep his mind active. In contrast, beliefs and values concerning technology 
and its place in education do not appear to have as strong a role in progressing his 
professional motivations. This was made clear when he began to reflect on his ideas 
about ICT-rich education. His concern, whilst attempting to be relevant and 
empathetic towards the life of his students, was equally focused on exposure to new 
technologies for personal benefit; to keep encouraging and motivating him to learn 
something new and in turn, “keeping your brain working all the time”. Here, Chris 
sees the role of ICT curriculum and teaching as largely directed by curriculum 
documents and the school’s goal to ensure that students are exposed to “cutting 
edge” technologies, such as augmented reality and 3D printing. Furthermore, as he 
tried to make sense of what he wanted to achieve, his personal philosophy of 
technology was understood more in terms of, technology as a tool that was utilised to 
enhance one’s life. In this way, his story takes on a narrative of contrast where the 
emphasis is on utilising technology to improve or maintain one’s mental health, 
whereas Steve goes further to manifest his professional orientation.  
 
7.2.3 Dan’s story 
 
A colleague introduced me to Dan after I watched him deliver a keynote address on 
student wellbeing. Dan had just experienced his first 6 months as an educational 
consultant, after leaving his position as a teacher of Personal Development, Health 
and Physical Education (PDHPE) due to feeling dispirited with the school system. Our 
conversation began with my question, “Who is Dan?” Without hesitation, he answered 
smiling:   
 
Dan: Teacher. Writer. Speaker. Coffee drinker. Work with schools to enhance 
approaches to engage in wellbeing achievement. (Dan) 
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Dan has been teaching PDHPE and English for fourteen years. He very much enjoyed 
teaching, and always wanted to be a teacher that provided students with “engaging 
school experiences.” But envisaging what it would be like, in comparison to the 
reality of school life, was an existence he was unable to overcome. In particular Dan 
struggled with the constant emphasis on high-end schooling results. He explains:  
 
I don’t know any teachers who went into teaching to get the top in the state in 
Maths. That wasn’t their goal. But, I worked in a school where there was an A-
team. In the A-team, they had teachers who in their last year got the best HSC 
[Higher School Certificate] results; they got more free periods, they get [sic.] a car 
parking space, and they got some other perk, promotion and relegation each 
year. You’re out and this group is in. And I said to the staff, I said, as long as 
you’ve got that going on, you’re wasting your time with me. It is bizarre. But 
that’s the kind of thing, I have worked with some schools where I have done my 
whole thing and the Principal has got up straight after me and said “Thanks Dan, 
that was inspiring! Now we have all got to knuckle down this year because the 
results last year weren’t good enough.” He just thanked me! You know, what a 
way to burst the balloon! (Dan) 
 
Despite this experience, Dan was filled with confidence and certainty during the 
interviews. He was able to articulate what he wanted to do for education. His 
descriptions and arguments about education and ICT-rich educative experiences were 
vivid and clear, and delivered with passion and conviction. He detailed strategies he 
had developed for guiding teachers in promoting student wellbeing and promoting 
long-term thinking. He also wanted to pursue ‘promoting student wellbeing in schools’ 
for his doctoral research. Given Dan’s fervour and enthusiasm to spread his message 
of student engagement and wellbeing, his confidence and candour during our 
discussion was not a surprise.  
 
At the time of the interview, Dan was not participating in any teacher groups, thus his 
motivation for education appeared to grow from his own, private thinking and 
experiences about ways of linking ICT with education. He attributed his ideology to a 
naturally emerging disposition shaped by his own personal upbringing. He grew up in 
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Manchester, as an only child living with his mother and father, with his grandmother 
down the road. He had an enthusiasm for family and football, and enjoyed talking 
about his experiences growing up: 
 
I didn’t have access to technology growing up. It was just me, my mum and dad 
and me gran who lived down the road. We had a close relationship. I always 
remember, because I wasn’t great at school, not wanting to get in trouble at 
school. You know, you’d hate for any indiscretion, even if it was on the football 
field, you know, and I got into a fight or whatever. I wasn’t that chuffed if my 
parents were there and, in particular, if me gran found out. I can actually 
remember vividly being involved in a thing where it was definitely going to kick 
off, not in a game, but in the park during the summer holidays. This kid was going 
at me and going at me and I am thinking in my head “Mate, you know?” I mean I 
was a big bloke, but the overriding thing which stopped me getting into it was, I 
just thought, ‘What would me mum say?’ Or ‘what would me gran say?’ I think 
because I was brought up like that, I was brought up by them all the time and we 
didn’t have - so when I went to see me gran every day after school, like I did, we’d 
talk and you know I wouldn’t disappear into a game or my iPhone like this or 
whatever. Now, I’m not saying that it’s [now] good or it’s bad. I am just saying 
that’s the way it is.  
 
In 2002 I moved to Sydney for love, and I now have two young children. That is 
important to me: family, learning new stuff, connecting with people. Pretty much 
in that order right. Not competing. Alright, I did my competing when I was a 
footballer. That’s gone. Without technology, living in Australia would be almost 
impossible for someone who’s close to their family; it’s helping me maintain and 
sustain relationships, which are already developed.   
 
I work for myself, even though I am really busy I have got a lot more autonomy, 
so I can use technology to set up auto updates, tweets, or get emails on my 
phone. I never used to be conscious of technology use at home; it’d always be 
I’ve got to reply to the tweet, I’ve got to resend this email. Basically now my 
phone gets switched of at half past seven pretty much, and I mean off, like not 
even on silent. Off! Because for me, I want to disconnect. I fly around the country 
187  
telling everyone else about their own wellbeing and then I come home and I’m 
there until 11pm telling everyone about their own wellbeing. So my phone goes 
off and so far I’ve not missed out on any big news. So I don’t receive emails 
between six and nine. So at six at night and nine [in the morning], I don’t get an 
email whether it’s on or off. That’s when I am hanging out with my family, you 
know what I mean. And so after dinner, with breakfast, I don’t want that little 
blue light going ‘you’ve got mail’. If my family wasn’t high on my list of priorities 
then I would have that little blue light going, and when Jacko [Dan’s son] wants to 
play Mario Cart, I’d say sorry mate, I have got to do this and then I’d start creating 
this whole reality of oh, I am so busy. I am too busy for my kids, oh the world’s 
terrible; the technology is killing me! Well no, just switch the bloody thing off! 
And that comes down to yourself. (Dan) 
 
Taking ownership and control is a recurring theme in Dan’s narrative. He regards 
technology use as a tool that “amplifies our attitude to things” and defines its place 
in our lives as no more than a matter of personal, subjective valuing, rather than a 
universal value contributing to the Fast nature of our lives. Interestingly, he was 
rather skeptical about the formative influences of technology in developing 
relationships and connectedness, especially within the family unit. This is not to 
dismiss the potential educational value of ICT, but to represent his skeptical attitude 
toward a totalizing discourse of ICT-rich education.  
 
His approach to the place of ICT-rich education was based on experience and 
instinct. He said: 
 
Consider me a bloke in the corner of a pub just shouting his mouth off, right? … I 
am a PE teacher, who got a scholarship off the government and I am quite good 
at telling stories on stage and all of a sudden people say ‘Oh, can you come and 
speak at my event?’ And from there it has magnified. You know, I am not a 
bloody guru or expert or anything. (Dan) 
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In turn these opportunities provided him with some knowledge and understandings 
for making sense of his past experiences and to develop his arguments, for example, 
on how to foster student wellbeing and engagement.  
 
7.2.4 Sally’s story  
 
I have never met Sally. She became known to me through her active and regular 
Twitter broadcasts. Sally’s tweets, all 23, 600 of them, were a constant presence in my 
Twitter feed; her regular stream of consciousness, regardless of the day or time.  
 
Sally has undertaken a range of diverse roles within a variety of educational settings 
and jurisdictions that belie the mere ten years since she joined the teaching 
profession. Her specialisation in Geography education at university fostered her 
research interests in the links between “place and space and pedagogy and people.” 
This interest led Sally to undertake the position of Middle School Year Coordinator at a 
Sydney independent school for girls, followed by another Lead Teacher role at the 
Anastasis Academy, Denver, and more recently Senior Project Officer with the 
Innovation Unit at the Australian Institute for Teaching and School Leadership (AITSL), 
all within an eighteen month period. Such opportunities have enabled Sally to look at 
the education space from “a range of angles and perspectives.”       
 
Meeting Sally for the first time was like meeting an old friend; emanating through the 
Skype connection was warmth, a welcoming and openness usually received from my 
closest of friends. She was excited by the invitation to be interviewed and made the 
instant connection between the idea of Slow with her personal interests in 
sustainability studies and the environment. Despite the interest in Slow, she operates 
fast. She has had numerous roles in a variety of educational settings in the past 
eighteen months and has an extensive social media presence; she thinks fast, talks fast 
and lives fast. Therefore, my initial intention for interviewing her was to see how she 
understood the presence, changing nature and pace of social media and technology, 
and their influence on her ideas about teaching and learning.         
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Sally’s identification of her professional and personal identity was vastly different 
from the other interviewees (Steve, Chris and Dan). There was no delineation 
between her personal and professional identity; there were no self-imposed rules on 
how and when she could utilise social media. This may be due to the fact that she 
recently moved to Melbourne, away from her family and friends in Sydney, she lives 
alone and does not have the responsibility and time commitment of a partner and/or 
child(ren) providing Sally with greater freedom and flexibility of time to make use of 
social media in ways that differ from the other interviewees. Sally’s contribution has 
provided an interesting comparison with the stories of Steve, Chris and Dan in that it 
seems different personal values, situations and dispositions may have come to shape 
distinctive ways of experiencing and interpreting technological experiences. Sally 
explained her story: 
 
I got into social media; I’d like to say, sort of, I guess two and a half to maybe 
three years ago. I really saw the potential of Twitter. During my post grad 
studies, I was kind of wanting some answers from people pretty much straight 
away, as soon as I put it out there. So I really got into Twitter and I actually say 
that Twitter made me a better educator.  
 
If I focus on Twitter, connections started with professional connections. I didn’t 
know the people necessarily. I tried to follow people that you know I could also 
back-up through their blogs, or research papers or things like that. Then as I 
started to meet people at conferences and actually interact with them I can 
definitely say that a lot of those connections become personal connections and 
friendships. They were invisible friends. I guess, so to speak on Twitter when 
forming connections with people, who you just were so in awe of their work, 
and then all of a sudden they kind of materialise when you meet them at a 
conference. And you have already established a very close bond [via Twitter].  
 
I had a kid say to me, just before I stepped out of the classroom, you know kids 
get great pleasure in googling you, and they said you know, you are kind of 
boring because you are kind of the same online as you are in real life. And I 
thought bingo, that’s amazing! Anything that is out there I expect people to see 
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and find. It’s not that they might come across it, I expect that they will and it is 
anything from sharing great research, to partaking in chats, to tweeting what 
you had for breakfast. It humanises you.  
 
I used to have some things public and some settings private, and then I thought 
why can’t everybody read it? I certainly have tagging settings on, but I kind of, 
through time, [I] think I trained my friends of the kinds of things that I like on my 
Facebook wall. But, I just got this perception of I can’t just keep telling kids ‘Be 
good with what you put online’ or [tell] young teachers, without it being there. 
It is all about walking my talk.  
 
I think since moving to Melbourne I am conscious of putting a variety of things 
online to keep up with home, you know, rather than make phone calls. I’d say 
that it has become part of the flow of my day. But I would also say I tweet a lot 
less than I used to. I used to have a lot of like fear of missing out. I used to wake 
up in the middle of the night and check my Twitter, knowing that the Americans 
were tweeting, and I really made a conscious effort to let go of that a lot.    
 
I am so passionate about my work that I find it difficult to separate who is work 
time Sally and who is special Sally. I have got friends who aren’t in the education 
space who interact with the research that I put on Facebook and they find it 
fascinating. It strengthens those connections with my friends as well. (Sally) 
 
Sally identifies it is all about “walking my talk”. From her point of view, the 
technological approach we prescribe our students is one we must engage in 
ourselves, both personally and professionally. As her understandings and experiences 
deepened, the notion of “navigating the online space” became apparent to her in 
reflecting on her past teaching experiences. Sally likened the former to the core skills 
of geography, when she says that students are taught “to navigate the geographical 
and physical space.” She views the immersion into the digital world as a responsibility 
to her students in order to assist them in engaging more critically with their digital 
world. Sally appears to see the role of the teacher as ‘leading by example’ rather than 
merely directing or instructing on the ‘how to’ of navigating the online space. She, like 
her students, acknowledges her ‘fear of missing out’ and as a result developed 
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strategies to combat those feelings. Sally’s life is an open book. Sally described feeling 
excited by the similar nature of her real and online personas and the blurriness of 
their boundaries after making the conscious decision to allow public access to all of 
her social media accounts.         
 
For Sally, the role of technology in her life is valuable in the sense that it brings about 
improvements in her teaching, and enables connections with other educators, that in 
turn, make her “a better educator.” Furthermore, as she tried to make sense of what 
she wanted to achieve, her personal philosophy was understood more in terms of the 
passion for her work, which resulted in her inability to separate her personal identity 
from her professional identity. For many, Facebook is reserved for the sharing of 
information of a personal nature with friends, however, Sally reveals an openness, 
and transparency as she uploads education-related materials to her site. She is a firm 
believer in the co-construction of knowledge and the power of collective wisdom as 
she shares this work with friends and others. In this way, her story could be said to 
tightly interweave many of the characteristics of Slow where one: pursues one’s 
natural interests and curiosities so that time appears suspended; is about being in 
tune with one’s natural rhythm and tempo; is lost in a state of ‘flow’; and recognises 
the importance of feeling connected through the establishment of strong 
communities. Sally’s story provides a stark contrast to the narrative of Steve, Chris 
and Dan who defined two, distinctly separate self-images: the personal and 
professional identity, and were keen to keep them apart. 
 
7.2.5 Matt’s story  
 
Matt is the founder and coordinator of the Digital Samaritans, a network of eLearning, 
IT and Library staff from Good Samaritan schools in Sydney. He is also highly engaged 
in professional development and has helped establish the TeachMeet phenomena, 
here in Australia; a worldwide network of technologically conscious teachers who 
come together, in a variety of forums, to share their work. He is also two years into a 
new appointment as History teacher and eLearning Coordinator of a large Catholic 
girls school in the inner city of Sydney. Like the other educators in this study, Matt 
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was open to having a discussion, and expressed interest in the topic. Matt is a 
postmodern enthusiast, most likely stemming from his interest in History and the 
Arts. On his reply to my invitation to be interviewed, which included an abstract and 
question guide, he noted “postmodernism – love it!” Therefore, our conversation 
centered on progressive change and the perspectives of those (teachers and 
students) at the local level, and how these might have influenced his ideas about ICT-
rich education. 
 
In 2011, when Matt decided to organise the first Sydney-based TeachMeet, the group 
was small and the venue, the local pub, was the perfect setting to inspire the lively, 
uncensored and creative discussion through which teachers could build capacity for 
teaching with technology. He met his wife during this time; she was also actively 
involved in the group. Now his major concern as founder was how the ever-increasing 
TeachMeet community as a whole could envision their identity and sustain their 
passions, namely, how they could progress beyond conventional teaching styles, 
activities and approaches. He felt strongly responsible for this, and struggled with the 
idea of delegating some of the coordination of the TeachMeet to other educators. 
Matt was also, at the time of the interview, currently leading a research team 
involved in identifying the impact(s) of the TeachMeets as a sustainable model of 
professional learning, its focus is on identifying the value of TeachMeets to those who 
attend and the potential value to those who might attend in the future.   
 
Matt, like Sally, was educated during a time when technology in schools was, whilst in 
its infancy, quite prevalent. He attributes the integration of technology in his time as a 
student in Year 11 English class for piquing his interest in technology. He is quite 
pragmatic about the role that technology plays in his life; utilising devices that assist 
him in being “more efficient” in the workplace. Matt explains how technology came 
to be a part of this life:  
 
I am one of those people who were sort of on the cusp of always having it 
around; at school we had computer labs, we had computers in the library. 
Teachers started to, some teachers in particular, started to create assessment 
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tasks around using technology. I remember very vividly [in] Year 11 English doing 
a task on Blade Runner. What we had to do was take footage of Bladerunner and 
cut it up into a new trailer and it was a really interesting process because the 
group, of course, debated what should be in it, and we ended up making three 
trailers. One was a love story between, um, what’s his name, Decard, or no, 
anyway I can’t remember it that vividly, but you know a love story between the 
main character, and then you know one about just purely an action thing, and 
then one about the true story without giving too much away. I also had a Year 6 
teacher at the same school, it was a 5 to 12 school, who had us programming in 
Logowriter, I don’t know if you know that one with the little turtle that goes 
around and you command it where to go. So I think I have always been exposed 
to technology at school and so it wasn’t really odd for me. 
 
Technology has a great role to play in actually facilitating some Slow learning 
because you can move away from all the administrative stuff, you know, like at 
the moment at school we are putting into place for the first time a school   
administration system, which is genuinely across the board. I can put something 
into it about a student, it flows through the whole system; it can pop out a report. 
This is a proper school administration system, not just for marking the roll. What 
this does, even for teachers who are very far along in their career and perhaps 
don’t think they need to engage with technology that much, or teachers who just 
don’t because it’s not their inclination to use technology, they see how easy it is 
to give this rich data and to get this rich data, from this particular tool. It saves 
time and it adds value and that means instead of having to fuss around and 
search for kids, their job in terms of administration reduces significantly, and that 
is what I want to see technology do, actually reduce all that box ticking stuff and 
actually be able to facilitate better learning. 
 
You know the kids are to some degree, they are the commodity. The school 
prides itself and sells itself on its students, but they are also the customers, they 
are also the stakeholders, they are also the shareholders. It is this whole 
different, completely different environment that all this stuff is happening in. So 
yeah, I agree, efficiency isn’t everything, but I think in terms of those basic 
administrative tasks which [when removed] then allow you to engage in more 
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teaching and learning is a good thing. Teachers need to separate the efficiency of 
administration from efficiency of learning.  
 
I have also started not to use a chronicle [teacher diary] anymore. I think we have 
got enough bits and pieces to tie together to have a planner. My planner is in 
Skydrive, Outlook and Office 365 suite. I just use a document in Skydrive and I just 
keep it so I don’t have to take my laptop home. I sit on my Mac at home, or I sit 
on my phone and I can look at that document wherever I am, and it just means 
that I can edit whenever I want, I can look at it whenever I want, and that has 
made me more efficient, because that’s one less thing I have to remember to 
carry to class. 
 
Communication wise, email has been around for ages, but I think, people get 
frustrated with useless emails or emails that could have a conversation instead, 
and so I think I am quite good at separating those two things and having a phone 
conversation or a physical conversation instead of sending just a quick email. 
Because I have grown up with it I am more able to distinguish between the two, 
and I also think that has come through training and through experience and I 
think that is something we need to train kids to do too.  
 
After the drive home I just collapse! But most of the time I do try and relax, my 
wife and I might go for a walk or a jog or something. I don’t even think about 
work until later on, but once we cook dinner, I love doing that, and share a meal, 
then we would probably do a bit of work. The beauty, of course, is that you can 
watch a TV show or a movie or have something on in the background and then 
get on with the work. We are both teachers so we both share the same sort of 
time. Technology also means that I don’t have a staff room physically at my 
school, I like to say Twitter is like a global staffroom where you can have 
asynchronous conversations with people, you just send a message and you know 
if it is through Twitter there is no obligation for the person to reply because there 
is just a stream of stuff that comes through, but it might lead to a really cool idea 
or project or something that really adds value to the kids or yourself.  
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Stuff outside teaching or outside my day-to-day job involves keeping in touch 
with people overseas and people that we have had Skype conversations with. A 
mate in America, in particular, Skypes in and we have since done a couple of 
collaborative projects with his class in America for history, that sort of thing you 
can’t easily fit into a day and schedule within your periods and your teaching and 
your meetings and all that sort of stuff. I guess I am more in control of my time at 
home. (Matt) 
 
Matt’s story demonstrates that, like Sally, there is little distinction between his 
personal and professional identity. As he reflects on his life outside of the classroom 
he recounts a story of Skyping with an American friend, immediately explaining that 
the relationship and Skype discussion resulted in a collaborative classroom project. 
When the distinction is blurred, as in Sally’s case, there is less inclination to ‘switch-
off’ from technology. For Matt, with TV and movies on in the background he gets on 
to the business of his work.  
 
Not unlike Chris, technology use for Matt is about efficiency and meeting the needs 
of his students. However, he extends his view further when he refers to students as a 
commodity: the customer, stakeholder and shareholder. This appears to be a 
capitalist perspective where students are seen as future employees and that it is the 
role of the school and teacher to prepare them for their future vocation. It is evident 
that Matt struggles with the systemic structures and expectations of twenty-first 
century schooling and his own personal educational ideology. His words and his 
actions are a myriad of paradoxes: he is a conformist, but wants change; appreciates 
the tradition and culture of history, yet enjoys efficiency of modernity; he wants to 
foster a love of deep learning in his students, yet delivers lessons that “teach 
content.”  There is a real tension within Matt that he is trying to change through the 
many projects he is involved in, for example, the Digital Samaritan and the 
TeachMeet network.  
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7.2.6 Br Paul 
 
Br Paul is the Principal of a Catholic Boys School in the Greater Western region of 
Sydney. His career in education has spanned over 50 years and includes teaching the 
values and traditions of the Marist Brothers and high school Mathematics. Most 
recently, recognition, both nationally and internationally, has been a result of his 
research, leadership and implementation of the school-wide, Project-Based Learning 
(PBL) framework. I was alerted to Br Paul’s potential contribution to this research 
study through correspondence I received about the Project-Based World Conference 
to be hosted by Br Paul’s school community and his interest in PBL. 
 
Br Paul was the final participant I met for the interviews. Our interview was held in 
his office and present, at his request, was the school Computer Coordinator. It was 
evident from the onset that Br Paul thought I was another visitor wanting to know all 
about his school and PBL. Implementation of the project-based approach had 
brought many curious visitors through the doors of the school, and I was just 
another.   
 
There was little doubt that Br Paul was passionate about education, his Catholic faith 
and technology, in that order. However, his preconceived understanding of why I 
was there made this interview challenging and the uncovering of stories difficult. Br 
Paul shared his personal history in the interview: 
 
When I look back on my own time at school, I went to a very strict school in the 
50s. I’m not criticizing the brothers and nuns I had, far from it, because they 
were teaching classes of 50. They’re not like the teacher today. To have a class 
of 50 or 60 students in one room, you could hardly move, let alone do anything 
else, and the rule then was you kept quiet. I was brought up in this, 45 years 
that I have had [as a principal], that good teaching is first of all you must control 
your class, that’s the first thing. If you don’t have control, well, forget it. But it 
got to the stage you said to them [teachers] control – could you have five 
people talking or working together? No. Noise was bad. So you kept them quiet, 
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sort of. A quiet classroom meant a good class. So you became very strict in 
managing that. You were managing the classroom and the emphasis was on 
managing and being a bit of a crowd controller, as it were. I don’t think teachers 
should be crowd controllers as it were.  You know I had some excellent teachers 
too, but I don’t want the teachers today just to be controllers of the group and 
keeping them quiet in a room. I have changed my attitude now too, if the 
classroom was too quiet, I’d be a bit worried. As long as it is productive noise 
and the kids can communicate with one another and learning takes place.  
 
I started teaching in the 60s when there was no technology as such. You 
wouldn’t call it technology. Overhead projectors are about the only technology 
we had. So we have gone through a whole stage of transition, we had the 
introduction of the old Apple computers that I purchased in 1989 when I was 
overseas. I was impressed with that; it was my pride and joy. I was very much 
into PageMaker and doing particular work there and creating yearbooks. I 
helped a parish out once and did the whole newsletter, laying it out and I used 
PageMaker for years. It was a great program but we have now moved on from 
that and even with magazines and school annuals, I did a lot of that work using 
technology, and that is where I got a real taste for it. Plus the whole thing with 
the simplification of typing, I could never use a typewriter anyway. I was able to 
go from not being able to use it, to being able to type to put something on a 
machine that could be used. From then of course, putting stuff on you can now 
use Dragon Dictate® and other things which are not too bad. They have 
improved over the years and I have seen great advances in that. The voice 
technology or voice compatibility – whatever you call it, was a great move too.       
 
So they were the sort of uses for technology, but more importantly in recent 
years, not just as personal thing of writing things – getting things done … and I 
have been principal for 25 years, I sort of say ‘How can it be used in the 
classroom? How can it be used in the school?’ It was used very well in the office 
areas, offices have adapted, but what hasn’t changed much in schools is the 
classroom. What is happening in a lot of schools at present is no different to 
what it was in the 1980s. So we haven’t used the technology. The problem is not 
using the technology, they’ve got the technology, nearly all of the schools and 
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the last government, Labor government, gave computers to all students, but 
they never said how are you going to use them, they were just flooding 
everyone and it is the same with a lot of principals. If you don’t mind me saying 
it, but I would be a little critical of my principal colleagues. They were saying 
okay, let’s put data projectors in every room, let’s put interactive whiteboards in 
and that will help learning, but people didn’t know how to use them and we 
have fallen from that here too ourselves. We tried desperately to give people 
interactive whiteboards, but it was never taken up. Why not? Because teachers 
have got to go into this room, next the bell goes and they have got to go 
somewhere else. Teachers will only do it if it is extremely simple; they can walk 
in, switch something and then start. You have got to see – they say – you can 
say teachers are lazy at some things and they should be more prepared. 
Teachers have got a group of students, 30 kids in front of them. Some might 
have control management problems and they have got this technology there, 
what are they going to do? The first part is they are going to focus on the 
students, get them settled, try and get them involved, make them energized or 
engage in the lesson and the technology is the way to do it, but they couldn’t 
sort of marry the two together. (Br Paul) 
 
Br Paul was strong and resolute, but did not appear to be particularly self-critical. 
There were times when I got the impression that he was uncomfortable with the line 
of questioning and discussion, as he was quick to dismiss it or re-route the topic of 
conversation, as he reflected on the last 50 years - on his role as a principal, and as 
one who had most recently transformed his school into a PBL school. 
 
For Br Paul his sense of identity was firmly entrenched in his school and equally the 
identity of the school seemed firmly entrenched in him. Br Paul held strong beliefs and 
values concerning technology and education (potentially developing from his 
background in Mathematics education), with such values appearing to have a role in 
progressing his ideals and motivations about ICT-rich education. This was made clear 
when he began to reflect on his ideas about ICT-rich education: 
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I teach Maths. I could know Maths alright and I taught Maths and I could say but 
Maths is useless. Learning calculus is useless. Kids say, “what’s relevant?” and I 
used to say “well it kept me in a job!” Calculus is absolutely useless unless you can 
apply it- where do they apply it? They apply it in engineering. I was watching a 
history channel the other night; they’re going to Mars – that’s ridiculous! The only 
reason you will get to Mars is if you have, not the technology, but the content of 
Mathematics to be able to apply that Math, apply that knowledge, so you apply 
your knowledge in Mathematics to be able to produce something. In other words, 
fly a plane or do whatever and that’s where I think – I think that’s the whole 
emphasis of education. (Br Paul) 
 
For Br Paul, in this last excerpt, he considers that Maths is useful and therefore worth 
learning. He seems to value only that which can be applied to produce something 
new or innovative. For him, that is “the whole emphasis of education” – to learn how 
to do something that is useful. Br Paul holds a more applied understanding of the 
nature of technology. His idea of technology extends beyond merely the convenience 
or stimulation of software and hardware such as email, databases, social media and 
games. In the same way as Chris, who identified that technology could be defined as 
a car wash, carbon fiber golf shafts and running shoes; Br Paul defines technology by 
what it can do. He sees technology as useful as the result of mathematical 
knowledge. Technology is not a specific device but instead manifests itself through 
thinking, knowledge and the application of that knowledge to enhance life. It is this 
understanding and his belief that schools should prepare students for the future 
work-force that resulted in the choice to implement the PBL framework, which 
encourages students to engage in creative, authentic learning experiences within a 
critical, inquiry-based, learning process. It is within this framework that technology 
takes a place in the background to support the learning.  
 
It is apparent that Br Paul takes his leadership role very seriously and he has been an 
advocate for change in the same school for the 25 years he has been principal. He 
also holds strong educational ideals about preparing his students for the future and 
expressed quite high expectations of the teachers employed at his school. The role of 
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the teacher, as described by Br Paul, is to, through their best efforts, provide projects 
for students to self-facilitate rather than be directed, and for them to understand the 
students’ interests and create opportunities for them to engage with meaningful, 
future-oriented scenarios. He was quite open and honest about some of the 
difficulties faced whilst trying to bring about change, in particular the challenge to 
get teachers to fully subscribe to the PBL approach. Whilst describing these teachers, 
his frustration was evident. He struggled to comprehend that some teachers were 
not able to see the connection between the integration of the PBL approach and 
technology and how it would, in his view, increase student engagement, decreasing 
off-task behavior and classroom management issues. 
 
Br Paul’s educational ideologies are firmly underpinned by the values of the Marist 
Brothers. His Catholic faith has been central in his leadership and mission in 
education evidenced by his involvement in building a strong sense of community 
based on personal spirituality and the faith formation of his students. He stated that:  
 
The bottom line is [that] there is a climate of the school and your mission of the 
school. You can try and make the students and the teachers, make them know 
Jesus, known and loved, or, something I was reading, you might say making 
calm hearts or essentially critical minds. So the heart is different from the mind. 
The mind is the part of your thinking, is where the learning takes place, but 
what you’re really – your heart is your whole spirituality. They are slightly 
different. We are trying to make critical minds here through PBL. Our purpose is 
to create good Catholic men in this school, lifelong learners of the global world, 
productive citizens, and etcetera. There is nothing that would be incompatible 
with that and what spirituality is. In fact, if we have students working in groups 
together, recognizing one another and respecting one another, trusting one 
another and so forth, well isn’t that spirituality in itself? I think it embraces it. It 
does more than being a loner in the classroom; they know one another’s 
strengths and weaknesses and can respect one another. (Br Paul)       
 
As demonstrated above, and after repeated readings of the interview texts, I began 
to capture some elements of an idealistic discourse. Ironically, his strong narrative 
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type seemed to effectively reveal the gaps and the dialectics between his “theories” 
and his action. During the interview Br Paul also stated “everything is about people. 
We are giving them the best opportunity and they leave school knowing that the 
teachers work for them. This is a good relationship, everything is about, in school, is 
about relationships. The relationship of respect.” Again, reference is made to the 
need for respect and the importance of relationships within a community, and the 
acknowledgment that these relationships are at the core of one’s spiritual 
development. However, his interpretation of these relationships could also be seen 
as reversing hierarchical conventions, that is teachers working for the students and 
not with them.  
 
Br Paul is a unique participant. Technology does not feature explicitly during our 
discussion because of his deeper appreciation and broader understanding of 
technology: technology is something that can be applied to create new knowledge of 
understanding; it is a tool for learning. The emphasis, for Br Paul, is on subject 
matter, e.g. Mathematics or Physics and developing critical minds through an 
inquiry-based learning approach.  
 
7.3 Emergent themes 
 
So far, six short stories have been presented via framings of each educator’s lived 
experiences, and way of making sense of the tensions between technology use in 
their personal and professional lives. At their core, these aggregated stories illustrate 
a diverse sense of agency and vision.   
 
The storytelling process during the interviews was intended to involve educators in 
reflectively thinking about their earliest recollections of technology; how technology 
impacted on their past, informed their personal and professional life and their 
future. The following section of this chapter moves away from individual participant 
stories to exploration of the themes that emerged from their stories, analysed with 
regard to recurring remarks on orientation, disposition and personality, with regard 
to their fundamental motivation for technology use. This section of this chapter 
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reports on the educators’ strategies for achieving correspondence between their 
lives and career, between Fast and Slow, and between what they want to do and 
what they are able to do right now. This is presented in a framework that unifies 
their lived experiences with the ontology of Heidegger. 
 
7.3.1 Theme one – Oscillating identities 
 
There’s a really great concept, it’s a café in Melbourne called Silo by Joost. The 
owner is looking at Slow Food here in the city and utilises city spaces to grow food 
and how we need to bring sustainability back into our everyday consumption; 
there’s no waste, even the building is sustainable. You know, when I look for 
lessons of how could this be a classroom, how could this be an operating learning 
environment right now? Why aren’t there kids in here understanding this? Where 
are the children? They are locked in schools learning stuff that they largely don’t 
care about, that’s not to say that one day they might care about it, but they can’t 
see the purpose and function, and unfortunately I don’t think a lot of our teachers 
see the purpose of what teaching is … and that is devastating! (Sally) 
 
When personal experiences become formative sources for an educator’s vision and 
personal and professional theories of action, how do they develop and maintain their 
personal educational ideologies in education systems that are highly structured and 
regulated? As Henderson and Bradey (2008) report, practice is influenced by how we 
perceive our environment, what goes on around us and how we perceive ourselves –
both “shapes and is shaped by our practices” (p. 86). In the vignette above, Sally 
identifies the importance of students being exposed to authentic learning experiences, 
namely, sustainable food preparation and production. While to connect sustainable 
practice to education, or in Sally’s words provide greater “purpose”, involves teachers 
creating authentic learning experiences, it also means further attending to reflexive 
professional identity construction processes by engaging possibilities for action. Sally’s 
story of the need to build “strong value propositions around learning” supports the 
notion that the professional person is created dialogically, reinforcing the importance 
of social interaction as a key to professional and personal identity development. But 
what else do educators’ stories of dilemmas and struggles do or mean, particularly in 
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terms of navigating the intricacies of modernity as an ICT-rich educator, spouse, and 
parent, the juggling of roles and the tensions and struggles between different selves, 
Fast and Slow? 
 
For Dan and Steve there was evidence of greater distinction and plurality of identity, 
between the personal and professional self. Whilst both participants had become very 
effectively embedded in the various ICT-rich learning environments and cultural 
contexts of their workplaces, their personal identity was anchored in a sense of 
belonging and connectedness to the family unit. As seen in the excerpts below:   
 
I’d actually say the Slowness in my personal life is possibly reactionary to the Fast 
nature of work. I am loath to function at home the same way that I do at work, 
apart from say doing the housework … I do have to work at home and I do have to 
take calls and check emails, but that tends to be when the kids are in bed. It’s 
recognizing the qualities in life and making the most of what you’ve got. So I make 
the most of the tools of my trade for my trade and get as much work done as 
possible in work hours … and try to get the most out of my home and family life.    
(Steve) 
 
Interestingly, I never used to be conscious of my technology use at home … now my 
phone gets switched off at half-past seven pretty much, and I mean off, like not 
even on silent. Off. Because for me I want to disconnect. I fly around the country 
telling everyone else about their wellbeing and how to improve their own 
wellbeing, and then I come home and I’m there until 11 o’clock telling everyone 
about their own wellbeing … so my phone goes off. (Dan) 
 
Steve and Dan’s beliefs about the importance of switching off and prioritising the 
uninterrupted connection with family, is an important feature of the Slow orientation 
as an antidote to the Fast of work life. In this way Slow appears to be a mindful 
experience, not simply an awareness of technology but an awareness of specific 
thoughts, understanding, and connections too. Such an understanding draws parallels 
to Heidegger’s (1954/1993) warning of how modern technology reveals the world in 
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the manner of a challenging forth, and their pursuit for mindful presence brings 
technology forth from concealment into unconcealment.  
 
Steve and Dan’s relationship with technology, and the apparent dichotomous 
positions of their personal and professional identities reveal the complexity of 
interaction between the person and the technologically saturated social and cultural 
context. Whilst the actions they have described in the stories above may appear as 
reactionary and resistant to the Fast of work life, such actions, according to Heidegger 
(1954/1993) is techne - their mode of knowing. In this way, technology becomes a way 
of revealing what lies in potential; a way of enticing potential forms and functions 
from beings. This is evidenced in Brother Paul’s quote below:  
 
I went to a very strict school in the 50s and early 60s. I’m not criticizing the 
brothers and nuns I had, far from it, because there were classes of 50. They’re not 
like any teacher today, to have a class of 50 or 60 students in one room. You could 
hardly move let alone do anything else, and the rule then was you kept quiet. I was 
brought up in this. 45 years I have had, that good teaching is first of all you must 
control your class. Of course that still applies today, you have got to be in control. If 
you don’t have the control well forget it! But it got to the stage you said to them 
control – could you have five people talking or working together? No. Noise was 
bad. So you kept them quiet; a quiet classroom meant a good class. So you became 
very strict in managing that. You were managing the classroom and the emphasis 
was on managing and being a bit of a crowd controller, as it were. I don’t think 
teachers should be just crowd controllers. You know, I had some excellent teachers 
too, but I don’t want the teachers today just to be controllers of the group and 
keeping them quiet in the room. I have changed my attitude now, if a classroom 
was too quiet, I’d be a bit worried. As long as it is productive noise and the kids can 
communicate with one another and learning takes place. (Br Paul)         
 
This thumbnail account of how Br Paul’s attitude towards effective teaching has 
undergone transformation over the last 45 years is techne. Here, techne reveals Br 
Paul’s changing mode of knowing as he transitions through various attitudinal phases 
throughout his teaching career. Br Paul challenges some of his earlier ideals on 
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teaching, which focused largely on classroom management and “keeping the room 
quiet” to a focus on establishing not so quiet environments of “productive noise” 
where “learning takes place.”   
 
For Sally and Matt the distinction between personal and professional identify is not as 
great. They do not see themselves as an assembly of different parts (like Dan and 
Steve) and particularly not as a plurality of different entities (like Br Paul). For Sally and 
Matt it is important that there is consistency between their professional, personal and 
online identities. When asked if their online identities were a fair representation of 
themselves, they replied:  
 
Yes, and I am always making sure that’s the case … I think it is important to be 
online. (Sally) 
 
I like to think – especially things like Facebook and Twitter, and things I put my face 
to, that it is you know, yeah I think it is me. Umm, possibly a more professional, 
strictly professional me on Twitter for example, but I still have jokes and things like 
that. (Matt)          
        
However, whilst you can create an online representation of your authentic self, its 
public nature means that it will always be open to other people’s perceptions and 
unique interpretation of your online contributions. As Sally noted: 
 
I had a conversation with somebody overseas and we were talking about brilliant 
stuff, some great ideas, for maybe like an hour and a half. They only knew me as 
[twitter handle], they only knew me as my Twitter handle - bummer! I would like to 
be known as Sally, and that became a bit of a wakeup call in thinking “Really am I 
just the Twitter handle”, because there is a bit more to me as well. (Sally)  
 
Sally then went on to explain that she responded to the disappointment of being 
identified by her Twitter handle by continuing to use Twitter’s 140-character 
broadcast and also adding a variety of other social media applications to establish a 
more multi-dimensional, authentic persona. She uploaded personal images to 
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Instagram and bookmarked sites of interest to Pinterest “to show a little bit more of 
my own aesthetic.” Sally has a strong sense of self, and it was important to her that 
her online contributions were an accurate and authentic representation of self. 
Through a variety of multimodal, social media applications she was able to create a 
more holistic representation of herself online; one she was satisfied was genuine. She 
stated: 
  
If you can’t be your authentic self online, perhaps it is not the online persona you 
have to think about, it is the authentic self. (Sally)         
 
Sally’s reflection and subsequent action is a way of leading her towards her authentic 
self: a self that is constituted by a state of mind that is not necessarily determined by 
technology and societal norms, but rather characterised by critical self-reflection and 
openness to alternate possibilities.   
 
Each participant in this phase of the study revealed a multiplicity of identities that 
were outwardly expressed and that exist within a unified core (Heidegger, 1962). 
Heidegger’s idea of a unified core, the fusion between life and thought, has been 
conceptualised as a stream of consciousness (James, 1890/1950, p. 294) providing 
continuity over time and as implicit in individual agency and choice in identity creation 
(Goffman, 1959/1971; Gergen, 1999). Therefore, whilst there appears to be plurality 
and an outward distinction between the professional, personal and online identities 
there is also an internal consistency that resides over time.  
 
Dan concurs, with the notion that one’s outward expression can be attributed to the 
amplification of one’s inner core and sense of self, when he says:       
 
I think technology amplifies our attitudes to things. So if we think it’s about 
competition, saving time, being efficient, technology can help us do that. If we say 
it’s about relationships, using technology gives us time to create them; it can help 
us do that. (Dan)             
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Similarly, Matt describes the relationship his sister has with technology drawing 
parallels between her technology use and inner self to that of children living in 
contemporary society: 
 
My sister is a high-flying lawyer, she is a full-time mum at the moment, but you 
know, you can’t get her off her phone. Sending messages, calling, emails, all that 
sort of stuff, but that’s not because of the technology, that’s because of her and 
her work. It’s an important distinction to make with the kids too, is it that they’re 
addicted to the phone or are they addicted to talking to their mates? (Matt)        
 
As the participant’s stories began to unfold their capacities for conscious thought, self-
determination and the freedom to determine their own future (Gergen, 1999; 
Heidegger, 1962) dominated the narratives. The stories above (of Sally, Matt, Dan and 
Steve) support the notion of pluralism of identity between their personal, professional 
and online identities. Each identity impacted when particular thoughts, ideas and 
action were revealed (or concealed), as participants continually worked to make sense 
of the changing technological, social and cultural contexts and interactions.  
 
7.3.2 Theme two – The Slow state of mind 
 
7.3.2.1     Engagement and a Slow state of mind 
 
A Slow state of mind is high quality of attention to the small details of the present 
moment and to wholeness. The Slow aesthetic is characterised by reflective practice, 
openness and wonder. To be attentive in this manner requires reflection, where one is 
immersed in rigorous thought, meaning-making processes, and openness to the 
present moment that is often driven by a sense of child-like wonder. The Slow state of 
mind in unison with technology use appeared to be cultivated in the participants’ lives 
in a variety of ways. Chris exercised his right to choose to utilise only the technologies 
that would expand and develop his mind, whilst Dan recalled watching his five-year 
old son who, when immersed in the game of Mario Kart demonstrated characteristics 
of Slow. In these two cases, Slow is exhibited in the consciousness of space and time in 
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an environment that fosters imagination, where there are no rules, and progress is 
dependent upon consistent peer feedback, as Dan describes: 
 
When he [Jackson, Dan’s son] is playing Mario Kart and he’s, you know, racing around 
without crashing, he has to be in the moment cause that’s a skillful thing that he has 
learnt to do. I think games, personally, are really good at fostering engagement 
because it is all about being in the moment. The best games don’t have rules 
anymore. You get constant feedback as to how you progress and how to improve. 
There’s a real purpose to why you are playing those games. Jackson will play Pirates 
of the Caribbean, which is like a role playing game and he knows – I don’t. (Dan)       
 
It appears that it is easy for Jackson to be “in the moment” when playing games, 
because the games have goals and rules that make it possible for the player to act 
without questioning what should be done and how it should be done. For the duration 
of the game Jackson appears to live in this self-contained universe where everything 
appears to be black and white. The game playing allows him to focus on a goal that is 
clear and compatible, and provides immediate feedback. Jackson’s quality of attention 
to the game and his truly present approach is insight to Jackson’s openness and 
willingness to reconstruct his game-playing strategies based on feedback received. 
Jackson’s immersion in this technological world demonstrated the ease and capability 
of technology to reach a state of full concentration and enjoyment, synonymous with 
Slow. However, whilst Dan identified many benefits of Jackson’s depth of absorption, 
it was the same hypnotic state that also led Dan to decide to “not limit it [technology 
for Jackson] but give opportunities where there is no technology.” For Dan and 
Jackson this is enacted through “colouring together, playing games, jigsaws, reading 
books”, and an identification that Jackson’s technological game playing or “Mario Kart 
approach” to engagement was not sustainable all the time and that Jackson required 
equal opportunities for other less engaging activities:  
 
He has started saying I am bored, and I am saying to him “Good!” Actually, it is good 
because it’s not manageable to be constantly engaged. You know people talk about 
being in flow, and being engaged all the time. Why on earth people think that you are 
going to want to be engaged all day, every day? You can’t, because by definition 
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when you are in flow you lose track of time, you don’t eat, you don’t drink, you don’t 
go to the bathroom. Now, we want that all the time? No, of course not. (Dan) 
 
Whilst Dan acknowledges the benefits of being in a state of flow, he also identified the 
importance of varying the pace and level of engagement of the activities to which 
Jackson was exposed, ensuring there were moments of boredom. Heidegger (1995), in 
his writing, offers an extensive account on “total boredom”, stating it is “the hidden 
goal” toward which rationalized modernity should aim. For Heidegger, the purpose of 
boredom is the generation of an essentially philosophical questioning attitude, which 
is a disposition that represents a readiness for attunement - a characteristic of Slow.  
 
Dan used Jackson’s experience and thirst for constant engagement as a means for 
identifying the importance of the combination of technological and non-technological 
engagement. By doing so, Dan highlighted that it is important to ensure that students 
are drawn into ways of dealing with humble things, utilising various differentiated 
understandings of being that are still available, and important, in our culture (Dreyfus 
& Spinosa, 2003, p. 344). Dan further illustrated in this quote:    
 
We don’t want to focus on every teacher trying to engage kids in their lesson … 
because what we end up doing is this Mario Kart approach. It’s got to be whizz-bang 
for 40 minutes … you leave English, English was awesome. Then you go to Maths, 
right, it’s got to be Mario Kart in Maths … we don’t allow that time to think and slow 
down … by having 40 minute blocks or hour blocks, we don’t encourage engagement 
anyway. (Dan)   
    
7.3.2.2   Educational structures and their effects on a Slow state of mind 
 
In some ways, learning can be considered to be more like a game than most other 
things that are performed during the course of the day. Traditional, structured 
learning experiences usually have clear goals and rules of performance. Feedback is 
provided either in the form of assessing a finished activity or a task, or through the 
evaluation of one’s peers or colleagues. Applying the notion that games allow 
opportunities for Slow, and learning is not unlike a game in many respects then 
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perhaps it is not the learning activities themselves but more the systemic structures 
that inhibit opportunities for Slow. The organisation of the school day made up of 
discrete, subject-specific periods, as Dan implies, are barriers to the natural rhythms 
of thinking, mulling over and processing away from active engagement that students 
require for deep learning.  
 
Whilst Heidegger did not refer to the praxis of teaching and education in his 
philosophical writings per se, the ontological and epistemological position held by 
Dan does appear to be reflected in the work of Heidegger when he notes:  
 
Substance is thought of as a collection of competencies that can be collected in a 
cumulative way, as something that can be consumed and deposited. In this way, 
if educational practice is not meaningful and overlooks the way we inhabit the 
world, the meaningfulness of the educational situation is dependent on the good 
will of the students.  (Heidegger, 1995, p. 164) 
 
There is, according to Heidegger and also Dewey (1933/1986), an intricate 
connection between authenticity and meaning in education. Whilst the constantly 
changing nature of technology has a role to play in our craving for constant 
distraction, the “40 minute or hour blocks” mimic the ever changing landscape of the 
twenty-first century and present a further barrier to one’s steady flow of 
consciousness. Sally emphasises that it is important we “allow ideas to incubate and 
then simmer slowly to the surface” and describes the discrete and disconnected, 
subject-specific periods in secondary schools with a metaphor of being stuck in city 
traffic: 
 
It’s like being in traffic, at school, isn’t it? It’s like stop, start, stop, start, you never get 
to kind of accelerate and just watch the world go by on a nice open road, which in my 
mind has a real imagery of flow, kind of enjoying the journey, looking what’s coming 
along, listening to music. The school day is quite stop, start. You know I think some 
buildings could easily also assist with flow, it has got to do with transitions … too many 
transitions in a school day for real flow to happen. (Sally) 
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The traditional educational paradigm that still exists in schools today is a recurring 
theme in the interviews. Chris characterises schools as institutions where “twenty-first 
century children are being taught in twentieth century buildings, using nineteenth 
century assessment principles.” Matt too, laments the nature of the current school 
curriculum and structure. He identifies the “rushed process” that teachers undertake 
in schools, and the current views held around curriculum; “curriculum is about 
teaching something, it’s not teaching them to love or to engage, or to truly, deeply 
understand something.” In the following excerpt, Matt describes his vision of a Slow 
classroom, one fostering engagement, wonder and reflection: 
 
To truly learn about Ancient Egypt, why don’t we talk to Egyptians? Someone from the 
Egyptian Museum on a Skype call? It is so easy to do. It just requires a bit of effort on 
the part of the teachers … to enchant these kids with stories from Ancient Egypt or to 
show them artefacts … you don’t have to go off-site … it’s instant, and these kids are in 
that world. They are not going to that world, they are in that world. And we are sort of 
denying it. We are putting up the walls around the school and saying this is your 
existence for the next seven to eight hours, this is where you will learn.        (Matt)   
 
Sally concurs identifying that “technology presents more opportunity for flow to 
occur” and emphasizing her belief that it is in fact the current school landscape that 
impedes opportunities for Slow.  
 
7.3.2.3    Connectedness in a Slow state of mind 
 
Sally’s beliefs around technology resonate with the characteristics of Matt’s vision of 
exploring the Ancient Egyptian ruins and artefacts via Skype. Sally emphasises her 
point by describing the process Tim Berners-Lee undertook to create the web. She 
utilises the conception of the World Wide Web as an example of Slow citing that it 
took 15 to 20 years for the World Wide Web to evolve into what we recognise today. 
Berners-Lee put forth his idea into the broader community, it underwent several 
evolutions and iterations, aided by people from all over the world, leading finally to 
the inception of the web we recognise and utilise today. Sally claimed:  
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 That’s what using sharing mechanisms like Twitter, Facebook, Instagram, etc. is 
about. I have got an idea, you have an idea so we procreate an idea together … the 
flow of it for me is very much I am thinking this, maybe someone else is thinking 
this and we could share ideas further. So rather than just keep it here if I am 
thinking about it. If I am writing it down I will make my thinking more public and I 
am comfortable with that, not everybody is. (Sally) 
 
Using technology to co-generate ideas, Sally asserts, can actually add greater depth 
and rigor to our ideas. Whilst Matt identifies that technology can also assist by 
providing you with a springboard for your own ideas: “there is a stream of stuff that 
comes through” and it has the power and potential to “lead you to a really cool idea or 
project, or something that really adds value to the kids or yourself.” The procreation 
and interactions with other people, the crowd-sourcing, has the potential to not only 
aid in our own thinking but also divert our attention to other external demands, not 
just our own. The use of technology to foster such interaction involves finding 
compatibility and a common interest between our goals and those of the other person 
or persons, and becoming willing to invest attention in the other person’s goals; a 
genuine partnership. These interactions are not limited by space and the constraints 
of time. Through time, communication and participant contributions we see that 
technology acts as a focal point when it draws on common conversation and dialogue 
to create a world that solicits educators and non-educators, family and friends to 
engage in the sharing of stories, enabling support and connection to come to the fore 
(Dreyfus & Spinosa, 2003).  
 
Dan too, referenced the importance of connectedness and engagement to others, 
“engagement in schools, engagement in the community or engagement in your life.” 
He identified that once strong relationships are established, then you can start 
building communities that are built on mutual understanding, through communication 
and reflection. He said: 
I put myself out there. I write articles, I stand up in front of principals and say 
wouldn’t it be good if we could do that … It’s not just a case of me now going to 
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conferences where people sit quietly and go “oh, yes” and if they don’t like it they 
will bitch about it to the person next to them. On Twitter, if someone doesn’t like 
what you say, bang, they’re on to you! And they’ll say check this link out and I’ll go 
“oh, you’re right” and it might either get me to rethink what I am thinking or, it might 
get me to develop a stronger argument because obviously just because someone says 
I am wrong doesn’t mean I am or whatever … One of the things I have learnt is when I 
put something out there, when someone disagrees with me, it is an opportunity for 
me to deepen my thinking about it and take another person’s point of view on. (Dan)
            
In Dan’s recount of his experience with Twitter, whilst delivering a presentation, he 
describes how connectedness is synonymous with the Slow state of mind, and vice 
versa. This is described firstly through the opportunity Twitter provides for others to 
comment and express opinion. Such interaction helps Dan establish and sustain 
relationships, deepen knowledge through reflection, and provide greater insight to 
improving and strengthening his own beliefs and practices. Assisting in the formation 
of strong communities.  
 
Secondly, Dan described his engagement with Twitter as a way of broadening his 
thinking resulting in action. During presentations Dan asserted it is not uncommon to 
receive twitter broadcasts that convey the thoughts of audience members or links to 
supplementary material. Such exposure to the thoughts and ideas of his peers 
encourage Dan to be open to multiple perspectives. In addition, Dan asserts, that 
whilst he remains open to opinion not all audience recommendations he assumes. 
Through this interaction we witness an attitude and disposition that is essential for 
Slow, a mind that is reflective, open, responsible and whole (Dewey, 1933/1986).  
 
Finally, Dan’s description of his speaking engagement with on and offline 
collaborators, relates his colleagues and peers coming together as an integrated whole 
in one particular moment for one particular event. In this way, technology too can 
provide a vastness of possibilities; at being all we can be. Using the interchange of 
elements we may be left with a sense of flexibility and excitement. We can sense how 
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easy it would be to go anywhere. If we are in tune with technological flexibility, we are 
more likely to be open to the possibilities.  
 
7.3.3 Theme three - Time as horizon for understanding the meaning of being 
 
Time, as Heidegger explains, is the horizon for understanding the question of the 
meaning of being. Heidegger recognised that being is essentially temporal, and that 
being is always understood in terms of time, explained by its temporal structure 
(Blattner, 2006). In this way time comes to serve as an important factor in the 
question of being. The concept of time is explored throughout the interviews with 
regard to how it is used in school structures, how it contributes to meaningful 
learning, how it impacts on pedagogical decision-making, and how technology can 
change time’s fundamental boundaries and nature.  
 
7.3.3.1    Time in school structure 
 
This contrasts with Dan’s and Matt’s descriptions of time in schools as organisational, 
characteristically monochromic, compartmentalised and calendar based. Chris, too, 
identifies with time as a component in the structure of the school day where students 
“engage and then disengage, according to time.” 
 
Time is the most pressing resource I think in schools. It is literally a race. You get in 
at 9 o’clock, the bell is going to go at 3.30pm, how much you can do. And when I 
talk about doing anything different you know the number one push back you get 
from teachers is we haven’t got time because of the curriculum. (Dan)            
 
The paradox is that I think the board and policy makers want us to teach deeply 
and teach widely, and most schools I know can’t do both. You have a set period of 
time and that’s taken away by all sorts of things, very valuable things, but it’s taken 
away. And so that 50 hours you have got to teach the course becomes 40, when 
you really need 100 to really get through it. So what do you do? (Matt)       
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From such a perspective the dominant feature of time in schools is linear, objective, 
inflexible and clock-regulated; a view where, as Giddens (1984, 1987) posits, time is 
viewed as a commodity, and a resource to be used, consumed and invested. 
Heidegger criticized this view of time calling it an infinite series of “nows” (Heidegger, 
1927/1962, p. 425), some past and some in the future. He believed that human life is 
not about future nor is it past, but rather, that the present is made up of a past and 
future brought into the moment. This means that human life is never fixed but is 
always emergent, as the past and future become horizons of the present (Huebner, 
1967).  
 
7.3.3.2    Time and its relationship with meaningful learning 
 
Heidegger’s view of time drives an examination of the way in which schools use time. 
In school, structured time offers little opportunity for curriculum to have meaning for 
students nor does the curriculum unfold in an environment that is authentic, dynamic, 
spontaneous and fosters the natural flow of learning. In this way, structured school 
time prevents “[students] developing in their own time” (Chris). 
 
In the development of curriculum, time, according to Matt and Chris, appeared to be 
viewed in both past and present. The excerpts from Matt and Chris, below, show the 
process of withdrawing from the present moment and looking at curriculum as if it 
were the past, with the curriculum outcomes, content and assessment becoming 
statements of the desired future. Matt comments:  
 
Like trying to condense, you know, 30 years of Russian history plus all the 
background stuff you have got to do into nine weeks. It’s ludicrous! But it’s what’s 
expected. (Matt)  
 
And Chris similarly laments too much content in too little time:    
 
My Software Design and Development class is a good example of packing too much 
into a curriculum … all the different topics are brilliant by themselves, as individual 
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topics they are worthwhile. However, packing it into the 100 hours that you get to 
teach. It is madness! (Chris)            
 
7.3.3.3   Time and pedagogical decision-making 
 
The increased focus on assessment and accountability has significant implications on 
the utilisation of time in school. It is apparent that the participants feel like victims of 
circumstance, expressing frustration at their inability to exercise freedom in exploring 
the natural flow of activities guided by student curiosity and questioning. Rather, they 
are accountable for ensuring students are prepared to sit the Higher School Certificate 
examinations. In the following excerpt Matt explains his pedagogical regret when he 
uses a teacher directed method to get through content rather than his preferred more 
facilitative, student-centred method: 
 
If you are under the pump for time and you know of a particular way of explaining 
something and that is the way that they need to know it, I hate doing it – 
especially to Year 12s [final school year], but at the same time, when they are 
saying “Sir, we really like the collaborative stuff, but can we just take notes this 
lesson?” (Matt)     
 
Then Chris describes similar experiences of frustration at compromised pedagogical 
decisions: 
 
At the end of the course the last few weeks I am saying to the kids you must 
cover these pages in the textbook and I must show them the Board of Studies 
Syllabus, and we must cover this much. You need to read at home to get it all 
done, because I’m only going through it quickly. I say, this is not a good way of 
teaching, and it frustrates me … you can’t develop courses that integrate and 
extend in Stage 6 [Year 12, final school year]. (Chris)            
 
The future-oriented focus is evident in the vignettes above, as it takes priority over 
concern for the past and present. Huebner (1967) suggests that it is only through 
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criticisms of learning that the significance of the present can be brought into 
perspective with the past and future.  
 
In each of the participant stories, it appears that there is ‘the individual’ and there is 
‘the world’, and the individual is developed in ways that reflect their need to exercise 
control and power over the world. However, as Heidegger (1927/1962), Dewey 
(1933/1986) and Laura and Cotton (1999) remind us the focus of all curricular design 
must be about being-in-the-world. Dan, explains in the following excerpt, the 
relevance or irrelevance of the school system in light of being-in-the-world: 
 
There are kids already on Freelancer doing jobs for companies, you know. Even if 
it as simple as data entry, they’re getting one hundred bucks, bang! Why aren’t 
they doing their homework? Oh, they earned one hundred bucks last night. Some 
kids have got their own website, so if they want to go into design or animation 
later in life. Don’t show me your HSC result [final year Higher School Certificate 
exams], who gives a shit? You know, look at all the stuff I have been doing since I 
was 14 … as long as you’ve got the HSC, you’re still going to have a system which 
is essentially just an awful categorising and comparison system, right? (Dan)  
  
But then Chris notes that schools, while enormously restricted due to time, do provide 
skills that can be used in the future:        
 
The traditional set-up of schools, high schools, because of the need for assessment, 
because of the need for time-limits and length of lessons time and so on, it’s very, 
very mechanised; it is quite clinical and to explore anything in depth is a lot harder 
… However, we do give them skills that if they want to explore things in their own 
time, after formal education, they can gather information and go in that direction. 
(Chris)  
 
Nonetheless, Sally argues that a curriculum driven by external final year exams like the 
Higher School Certificate (HSC) usually leads to learning that is compromised and 
opportunities that are lost, yet within that context teaching moments that are 
removed from that agenda can enable personal growth:  
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I remember having a great conversation with a Year 12 geography class, and we 
were talking about situations in slum settlements in India. We were having these 
discussions and these kids were moved and rocked. They would bring in clips that 
they had found. The kids in the class were very provocative, thinking if you worked 
harder then you’d be able to get out of those situations and other kids talking 
about the luck of birth and how they were crawling their way closer to common 
ground and understanding each other’s point of view, but not necessarily coming 
to a consensus. That class rarely came to a consensus, and that’s why I loved it. But 
it was very interesting when a kid turned around and said “You know what, all of 
that stuff is great, but a lot of that stuff isn’t going to help me get marks in the 
kinds of questions that we are asked in the HSC”. So I basically had to go in and 
massage an answer to a question that isn’t going to find any kind of solution for 
these people. I just feel sick and it makes me angry because it is pushing my 
teaching and their learning through a funnel … and the HSC made them angry that 
it was not honoring the learning that they were doing and their sophisticated 
reasoning … they were just going through the motions, and they were very angry … 
it may not have helped them out mark wise, but it built empathy towards the 
situation and they then kind of, you know, put their hands in the air like, exhausted 
from these parallel processes that we were going through. (Sally) 
 
In the stories shared above, the participants’ efforts to practice what they value are 
warped by time and a system that separates individuals from their world. However, 
we can also gain some insight into education and learning that looks at the individual 
and the situation together, not separately. Dan’s reference to his students developing 
skills that enabled them to develop real projects to satisfy real needs, and Sally’s 
ability to raise student awareness and empathy, via technological means for the plight 
of children on the other side of the world suggested technology has a significant place 
in education. Further to this, Steve describes how harnessing the potential of 
technology can conceptualise and express concern for, the student’s temporality: 
 
Technology allows the classroom to go beyond school hours. So they are working 
on projects and they can now access each other’s work, sometimes the teacher, 
certainly the resources are accessible out of hours – so that has been empowering. 
(Steve)  
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7.3.3.4    Technology’s potential to change the nature and boundaries of time 
 
Technology has the potential to impact traditional school structures, curriculum and 
time. Dan takes this idea further, by describing a much longer continuum of learning 
that should begin on a student’s first day of school, and proceed to their final day of 
school, rather than in a short block of time like a year or a term or a day: 
 
Slow should look at being from when they start school to when they finish school, 
rather than when they start the day to when they finish the day, and let’s make this 
RoSA [Record of School Achievement, Year 10 assessment] something that kids 
design themselves. And I know people will go: “Well that’s a bit wishy-washy”, but 
we need to stretch time … Real learning does not happen in a hurry. I don’t think 
that understanding happens in a hurry and I think the more relationships, 
connections, trialing stuff, being allowed to fail, try it again, tinkering around the 
edges, all those things, I think that’s what really helps people foster a genuine 
understanding with it. (Dan) 
 
Learning is about working “with time rather than in time” (Lafleur, 1999, p. 173). 
Lafleur (1999) identifies that clock time rarely signals the starting time of real learning, 
and that learning will only occur when both teachers and students are ready, “when 
past experiences and the anticipation of future visions are unified in the present” (p. 
173). An example of this is evident when Steve describes his students’ blogging: 
“posting reflections on books they are reading, by chapters … or when kids go on an 
excursion”. Learning occurs when students relate their own personal experiences in 
this way with English, Geography or Science; when students are making significant 
connections to their own place and time and in their own world. In this sense, time 
offers an opportunity for curriculum to have real meaning for students as the learning 
activities flow naturally and are in tune with each student’s world and moving to an 
internal tempo.  
 
Steve’s view complements that of Giddens’ (1987), Heidegger (1927/1962), Huebner 
(1967) and Lafleur (1999) as the notion of teachers’ work being classroom work and 
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time outside of the classroom becoming a competing status claim can be reorganised 
through the use of technology in order to accommodate and enhance learning time. 
Matt and Steve too, have been instrumental in developing individual and 
organisational capacity to alter perceptions and experience of time. In the following 
excerpts, they both describe the technological management and manipulation of time 
and administration: 
 
By having the agenda on a Google doc, you can actually nut out a lot of the 
conversation ahead of the meeting to save time, to make it more efficient and get 
rid of some of the nonsense. You can agree on the agenda, you can have the 
conversation beforehand, then during the meeting everyone has the minutes, and 
points can be hyperlinked to other resources so people can read in their own time 
the rest of it. We do action items out of comments and use the Google+ function to 
assign people to certain tasks, and Google+ gives people reminders of their items. 
It’s very, very dynamic, so all of a sudden meetings become far more useful and 
valuable and have a life before, during and after. (Steve)                    
 
I think technology has a great role to play in actually facilitating Slow learning 
because you can move away from all the administrative stuff. At the moment, at 
school, we are putting into place for the first time a school administration system, 
which is genuinely across the board. I can place information into it about a student 
and it will flow through the whole system, it can pop out a report. This is a proper 
school administration system, not just for marking the roll, but that as well. What it 
does, even for teachers who are very far along in their career and perhaps think 
they don’t need to engage with technology that much, they see how easy it is to 
give rich data and to get this rich data from this particular tool, and it saves time 
and it adds value. I think that allows them, instead of having to fuss around and 
search for kids, especially the Guidance Counselors and Year Coordinators, you 
know their job in terms of administration reduces significantly. That is what I want 
to see technology do, actually reduce all that box ticking stuff and actually be able 
to facilitate better learning. (Matt)       
 
Matt’s initiative to implement the administrative software application highlights how 
the quality efforts of all within his school is a demonstration of better use of 
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technology and time. Through use of a rich data source he has added renewed 
purpose to their daily tasks, provided colleagues with the ability to understand their 
students better, and in turn, increased their efficiency. It was within this context that 
the interview also broached the dangers of the ‘cult of efficiency’ and how efficiency 
can, in fact, be a double-edged sword. That is, the more efficient we become the more 
we try and fit into our already busy lives. However, whilst the modern obsession with 
efficiency is a criticism also asserted by Heidegger, Feenberg (2006) argues, that 
efficiency does not describe the way technology must always be.  
 
Fundamental to Matt’s understanding and use of time and technology there is a 
commitment to actively reform and broaden his knowledge base of temporal issues as 
he delineates efficiency, as a positive quality for administration, from the efficiency of 
learning: 
 
I agree that efficiency isn’t everything, but I think efficiency in terms of those basic 
administrative tasks, which then allow you to engage in more teaching and 
learning, is a good thing. This is where teachers have to separate the efficiency of 
administration from efficiency of learning … a good teacher will try and remove all 
that heavy administration, as much as possible, and spend the time talking to kids 
and getting them to engage in interesting activities. (Matt)             
 
Within classrooms and a context of continuous change, this thesis has explored the 
notion that time can be distinctly polychronic, rhythmic and ordered. Increasingly the 
pressure to do more with less, and more quickly affects how we think, feel and 
behave. Dan, Steve, Matt and Sally appear to respond to change and the pressure of 
time through the expression of a more subjective view of time; a view which is 
personal, meaningful and supports the connection and engagement with learning and 
the learners. Sally exercises a critical habit of mind when considering the adoption of 
new technology. Her choices to utilise, or not utilise, new technology is highly 
dependent on the impact her use of technology will have on her leisure time. She 
describes this decision-making process in the following excerpt:  
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I don’t use every new thing that is presented to me … I am adding something else 
into my life if it can make it better and more streamlined, maybe if it can make 
processes quicker so I can get to what really matters, as in spending time with 
friends and family, sitting down and eating good food. If it is going to give me time 
to spend more time outside, then great! If it’s not, then I am not going to invest too 
much time into it. (Sally)          
 
Sally has stretched her understanding of time, technology and personal choices. By 
looking through the unaccustomed lenses of time, she is able to view anew the 
relevance of current and emerging technological practices with the values that she 
espouses. Sally’s thinking is a current example of how personal values are powerfully 
and decisively operative and that values can have a significant impact on society and 
the lives of individuals.  
 
The exploration of time revealed that time is central to who the participants are and 
how they act; for them it is the “compass for defining who we are and who we can 
become” (Lafleur, 1999, p. 172). The participants spoke often of how they perceived 
time, how they constructed time and how they used time providing a lens for seeing 
who each of them are and what each of them valued. Educators, it seems, are affected 
by many kinds of time. Time is certainly a contested commodity. Educators often 
construct and make meaning of time differently to those outside of education. Existing 
systemic structures frequently limit the development of an alternative shared meaning 
of time. The rhythms of schools and educators are often in deadlock. However, 
through understanding how time might be used, and how different meanings might be 
given to temporal issues, teachers can clarify the competing forces and expectations 
that schools experience as learning organisations. These participants have developed 
strategies, through technological means, that enables teaching time to be viewed as 
sacred time, and extends learning beyond the classroom walls. Such an understanding 
of time can create possibilities and enable educators to leap forward in imagination 
and transform their teaching to ensure that students are not separated or apart from 
the world, but are instead positioned within it.   
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7.3.4 Theme four - Valuing the process of learning  
 
The time-flexible view of learning within a Slow education context therefore requires a 
shift from the preparation of a few students for particular vocations to the preparation 
of all students for life in a complex and rapidly changing world. Participants in the 
interviews agreed that one of the major priorities of educators should be to help all 
students integrate what they learn at school with their own daily experiences and with 
their knowledge of societal issues, in a way that places greater emphasis on the 
process of learning and not just the final product, examination or assessment. In this 
way, the participants appeared to advocate for learning that is authentic and 
purposeful, as a means for providing an end, as evidenced in the following extracts: 
 
They’re using the knowledge they would have to produce something. So it’s not, 
schooling isn’t .. we have got to get these kids to take a step, not just learning 
formulas in Maths.  Latin is useless on its own, but Latin is constructive, it can help 
you in all languages. So it would help you in understanding language. Mathematics 
in itself is useless. Same with technology, you don’t just learn technology but you 
use the websites they set-up. We get kids to make websites, we get kids to make 
apps, we get kids to do filming and other things. So we are using the technology to 
produce something … You don’t make an e-book, okay, well, what are you making 
an e-book for? You must have something in the e-book so it is a means to an end. 
It’s not the end itself. Yes, technology is most important but it is just that means … 
when typing came in, I couldn’t type to help me. It helped me produce something. 
It helped me write a letter and I was able to change and cut and paste and all that. I 
thought it was terrific. It was a means to an end. It’s not just about learning that. 
(Br Paul) 
 
I don’t know if too many kids will be engaged by Pythagoras’ theory, but they will 
be engaged by, you know, a project that’s real with some kind of sustainability that 
incorporates Pythagoras’ theory to build a garden or something like that. (Dan)   
 
Br Paul and Dan both emphasise the nature of the process and its potential to lead to 
other learning. Br Paul identifies the use of technological resources that students 
224  
utilise to conduct a variety of activities, for example build a website, develop apps, or 
direct and produce a film; the importance of students engaging in activities that do not 
require technological conscious awareness. In a similar way, Heidegger uses the 
example of a skilled carpenter using a hammer. He asserts that the carpenter does not 
need to remind himself how to use the hammer, or reflect on the properties of the 
object that make it a hammer. Instead, the hammer is applied directly to the task at 
hand  (Heidegger, 1927/1962). For Heidegger, this is the primary way in which things 
are known and for students at Br Paul’s school they similarly use technology in the 
way the carpenter uses a hammer, with a fluency that does not require conscious 
awareness.  
 
Br Paul later identifies that educators won’t always have an understanding of how all 
of the processes and resources work, but that instead emphasis should be on 
empowering students to solve problems themselves:  
 
You must be able to do a bit more than just enquire, and you know look at the 
material and analyse it. You must take a further step of being able to interpret 
what this information is. You know really, so what is it? How am I going to use this? 
Where will it all fit together? If you have a problem, you might say well okay, how 
will I work with this information? How will I be able to use this information? And 
the last part of the puzzle, I believe, is once you interpret the information, you have 
to produce something. You have to say okay, I will argue my point on this because I 
really understand what this information is … that’s a higher level and that’s what 
they call deeper learning. (Br Paul)  
 
Br Paul’s story of reflection resonates with Heidegger’s view that when ongoing, non-
reflective practice is interrupted, the equipmental aspects of the world are brought 
into view (Heidegger, 1927/1962). To illustrate, using Heidegger’s example of the 
hammer in which he further expounds that if the hammer is unusable or unavailable, 
the carpenter must attend to the missing hammer and develop a plan for resolving its 
absence. The activity becomes deliberate and the carpenter’s understanding of the 
hammer interpretive. Heidegger states that the environment is brought closer in 
circumspective deliberation (Heidegger, 1927/1962). As indicated by Br Paul in the 
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reflection above, in this way the problem and some aspects of the solution that were 
previously tacit, such as causal connections among actions and goals, now become 
explicit causing reflection on how to use the information gleaned in a meaningful way. 
Thus, the disruption of the habitual, standard and comfortable (Winograd & Flores, 
1986) will make aspects of the situation that might otherwise elude awareness, more 
obvious. Matt similarly concurs with the notions of Br Paul and Heidegger, when he 
identifies the value of encouraging students to self-facilitate their own learning:   
 
I think if it was up to kids, they would pick a project that they’re interested in. Not 
all the kids are interested in Ancient Egypt, they’d prefer to do Greece, or Rome 
and those are other options. But as the teacher, according to the program, we do 
Egypt and as a class that’s sort of what we have got to do … I might have kids who 
are more than capable of beavering away at a research project and could then give 
me every single aspect of Ancient Greece and demonstrate that knowledge, but 
very few schools allow that to happen. Very few. (Matt) 
 
Engaging in meaningful curriculum and learning activities that are purposeful and 
individual is at the heart of Slow. Chris describes the popularity of subjects within the 
Technological and Applied Studies Key Learning Area, such as Design and Technology, 
Woodwork, Metal Work, Industrial Arts, etc. as subjects that are built on providing 
students with authentic, real-world problems to solve claiming that this approach 
could be used as a blueprint for future curriculum development in other areas:  
 
They usually choose it as an elective and want to do it. Plus the approach that we 
take in a lot of the courses is project-based. The kids get the choice of what they 
want to do, within limits. We just facilitate, we show them how to do it and then 
they go off in all different directions, metaphorically speaking. But, they’re doing 
something they want to do. (Chris)                 
 
As indicated by Chris in the excerpt above, project-based learning is a framework that 
provides students with autonomy and the ability to pursue personal interests. He 
explains that in addition to problem-solving skills that PBL has the potential to develop 
characteristics in students such as communication, collaboration, and perseverance. 
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He laments the limitations of an education system that places little emphasis on 
humanistic characteristics for product, performance and results. He describes this in 
the excerpt below:   
 
It doesn’t reflect the true educational capabilities of the student and what they can 
achieve … we are assessing kids and putting league tables and so on and it doesn’t 
relate to the full worth or gamut of a person. They might be terrific at a certain 
subject, have certain characteristics that make them a much better person, but 
they are being judged on very traditional, fragmented areas of programs like 
English, Maths and so on. (Chris)       
 
Sally similarly concurs with the assertions of Chris of the limitations of school 
assessment when she contributes: 
 
I truly believe assessment is our key to unlocking the potential of the community 
and with our relationships with kids, and that we need to assess what we value and 
not just value what we asses … So if we had built into any school document it says 
that we want kids that are engaged, who are empathetic, who are confident, 
resilient, then surely we should be creating assessment mechanisms where kids can 
show us measure of that, where through curriculum we can have great discussions 
of what it means to be resilient or what it looks like to be engaged, what does 
sharing your thoughts with an audience look like. (Sally)                
 
Chris and Sally, talk of an education system that sees the world in a way that, at its 
heart, has a means-end instrumentality. Current education systems consist of a Neo-
liberalist view with an associated focus on issues such as accountability, standards, 
improvement and managerialism. Education systems built on such ideals become 
subservient to one agenda, that of improving the achievement of the system on 
measurable scales. Sally suggests so eloquently “we need to assess what we value and 
not just value what we assess” and ”create assessment mechanisms where kids can 
show us measure of that”.    
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7.3.5 Theme five - Connectedness  
 
An over-arching goal of education should be about developing a responsive receptivity 
that leads students, in a more reflexive way, back to themselves (Hogan, 2003). 
Educational environments therefore, should be places where students can feel 
comfortable and open in their struggle to reconcile their spiritual lives with their lives 
both outside and inside school, or at least explore the tension between their growing 
sense of self and their need for personal and internal fulfillment.  
 
7.3.5.1   Connectedness through temporal disconnection with technology  
 
The realities of a life filled with technology with its constant distraction and 
stimulation can be viewed as a way of hindering the exploration and thus the 
revelation of our being. Heidegger’s early writing suggests he agreed with this view of 
technology as he warned of consequences regarding the challenge of technology, and 
the dangers of humans being taken up as standing reserve. Steve, like Heidegger, calls 
for technological detachment and passivity, when he describes in the following extract 
the need to give students cause to think about who they are and what they are doing. 
This, Steve claims, requires switching-off all devices for some part of the day, in order 
to be still, truly present and be able to free their mind and heart: 
 
Look, I think for true spirituality a bit of turning off all devices would be quite 
healthy, for some, for all people but for some time, not all the time. I think if you 
are connected the whole time, then I see that as spiritually draining. (Steve) 
 
Chris too laments what he views as technological nihilism. In the following excerpt he 
considers his observations of fellow commuters on the train platform a disappointing 
experience as the majority of passengers were seemingly consumed by their own 
devices retreating into their own virtual worlds. Chris calls for the need to raise 
awareness of “the values associated with using technology”, which involves paying 
close attention to one’s actions and the others around them: 
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I was waiting for the train at Epping Station this morning and there were 30 
people around me, 29 were on mobile devices. That is the world they are living in 
and we have to address that as teachers, and not only make them aware of using 
the technology properly but also make them aware of the values associated with 
using technology. I was surrounded by 29 people around me, not observing their 
surroundings; what also worries me is if you counted the smiles on their faces too 
– only just one or two people were smiling. It is just heads down in their own little 
world. While they are communicating with the outside world, they’re not aware 
of what’s happening around them. (Chris)                               
 
Chris’ concern focused on the lack of space to engage with the present of connecting 
to the moment. Similarly, calls for resignation and detachment are heard from many 
twentieth-century thinkers. Mumford (1974) calls for “quiet acts of mental or physical 
withdrawal – in gestures of nonconformity, abstentions, restrictions, inhibitions” (p. 
433). In The Technological Society, Ellul (1967) argues that we still have an opportunity 
to respond to the challenge of technology, “the challenge is not to scholars and 
university professors, but to all of us. At stake is our very life, and we shall need all the 
energy, inventiveness, imagination, goodness, and strength we can muster to triumph 
in our predicament” (p. xxxiii). However, both Heidegger and Ellul change their views 
of technology over time. This is evident when Ellul (1980) questioned some 13 years 
later the possibility for man to “take in hand, direct, organise, choose and orient 
technology” (p. 311) and Heidegger noted that when we open ourselves to the 
essence of technology, we find ourselves in free relation to technological devices. This 
position of taking control and developing a free relation to technology rather than it 
controlling us is evident in the many participant excerpts presented throughout this 
chapter.      
 
In many ways Steve’s and Chris’ views concerning the need to disconnect from 
technology at least for a short time, are crucial. These protests and criticisms of 
technology resonate with Heidegger’s freeing claim.  
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7.3.5.2  Connectedness to others through technology 
 
Heidegger’s thoughts on gaining a free relation to technology, was another way for 
humans to become open to the revealing of technology. By stepping back from the 
technological saturation, we remove the primary obstacle to recognizing revealing. So, 
even though technology may appear as a threat, it is also the thing through which we 
might once again appreciate the disclosure of being. When we come to realise through 
our own taking up as standing reserve that we do not control the revealing of 
technology but merely participate in that revealing, we may be able to return to a 
more authentic or free relationship with technology. The result of such technological 
passivity with purpose, is described first by Dan and then Br Paul in the following two 
quotes, and demonstrates how it can help in the expression of the essence of all other 
things including ourselves:  
 
Allowing kids to connect with people all over the world, you know, maybe in a 
slightly more superficial sense than a one on one mentor kind of thing, but being 
able to explore theories and get access to things and you know, abdicate for 
change and all that kind of stuff - that tech allows you to do, frees students to 
move to that next level of creativity, belonging and self-actualisation. (Dan)         
 
It is not just about results and doing well in the standardised tests. It’s about the 
individuals. Everything is about people. We are giving them the best opportunity 
and they leave school here knowing the teachers work for them, there is a good 
relationship. Everything is about, in school, is about relationships. The relationship 
of respect. Respect is the big thing. That you can trust one another, it’s not a 
perfect environment by any means but that’s the bottom line and this is the whole 
thing about Catholic school, about loving God and loving your neighbor. The basic 
thing of respecting people and having this mantra all the time, forever - trust, 
respect … social skills, relating to others, possibly whom you do not like, this is 
where Catholic identity and spirituality develops. Does technology and this 
approach to learning, which we call, project-based learning, that we embrace here, 
is this good and spiritual? Absolutely. Because you end up respecting the other 
student because you have got to listen to them. When they get up and make 
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presentations, they won’t be laughing at one another because they’re up next. 
They see the weaknesses of one another, they can articulate that student is – some 
people might say you put them in groups, all the bright kids together and that. That 
would be the worst thing you could do because they have to be able to understand 
the strengths and weaknesses – everyone has got strengths and weaknesses. Some 
kids have got academic ability, others might struggle a little but they have got 
strengths in other areas … it is competitive to get to the top areas, but they will 
also try to help out the kids that are at the bottom so they know that they’re 
helping out and you know, the bottom kids are helping the top kids and the top 
kids are helping the bottom kids, so there is more of a community spirit. (Br Paul) 
          
Br Paul’s view that PBL is more than a teaching and curriculum framework but also has 
the capacity to foster social skills, empathetic values of understanding and respect, 
and spirituality in students reflects the acknowledgement of Heidegger (1927/1962) 
that the world exists as a network of related things. Everything in the world, including 
humans, is connected in some way with other things, and other humans. The 
connections are not just made when one has an experience - they are already there. 
The connections make the experience possible and give meaning to it. The 
connections are the products of history, events, and culture and as evident in the 
reflections of Dan and Br Paul with regard to the way in which technology connects.  
 
Through the participants’ deliberations the essence of all other things is revealed, 
including ourselves, but not only the self in isolation but also the self in relationships 
formed with others. Dan and Br Paul identify the ability of technology to connect 
people and it is in that connectedness to the world that an opportunity for people to 
explore what things mean and how things are is made feasible. Such connectedness of 
the world becomes possibilities for doing things, for taking action, for behaving in 
certain ways; this is what Heidegger referred to as dwelling. In the stories contributed 
below, students appear to take on the role of witness, observer and consumer of 
possibilities granted by the network of all things (Heidegger, 1927/1962). 
Connectedness of human beings to all things, strengthened through the revelations of 
technology, reveals excellent potential to foster existential authenticity as described 
here:  
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What is friendship? It is supporting one another and keeping tabs on each other 
and it is helping each other when you need to and that sort of stuff. Kids do that 
through technology, they send each other positive messages, not just negative 
ones, but the media only report the negative ones. They have support groups on 
Facebook. My year 12s for a few years have had study groups on Facebook and I 
think that is a relationship they could easily have face-to-face but they can do it 
quicker and easier and they get the outcome they want for the HSC, which is a 
contracted period of time. (Matt)              
 
Students utilising a Facebook group for students in their final year of schooling can 
share differing perspectives as they view the world from a slightly different place. The 
technology reveals possibilities that are different for each person, because each 
person has a different heritage. This gives people different and unique opportunities. 
Therefore, students referred to in Matt’s transcribed thoughts will have different 
experiences, which in turn have different meanings for each individual.      
 
7.3.5.3   Connectedness as a means for embracing perspectives and possibilities 
 
The unique perspectives from which individuals view the world and the unique 
possibilities that flow from each perspective are the bases for authenticity in 
Heidegger’s framework.  In the stories to follow, Steve and Matt show how technology 
offers students an alternative opportunity and medium to project their selves into the 
world. Through technology students can open themselves to the world and by doing 
so they illuminate it and let it show itself to them. Steve sees this as a way of 
empowering students:  
 
Technology actually empowers what kids do, particularly say some of the electronic 
forums and the like and the facilities where they wouldn’t speak up in class but 
they are more than happy to contribute electronically are fantastic for kids to 
collaborate. They don’t have to go around to each other’s houses, which we all 
used to do as kids - but happens less in our society. Now they don’t physically have 
to because they can be connected electronically and it doesn’t have to be 
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synchronous either, it can be asynchronous, and that can be with teachers as well. 
(Steve) 
 
While, Matt recognises that technology can enable better communication skills:    
 
So many more kids now are able to express themselves better online than they 
ever would be able to do in reality, kids with Asperger’s and all that sort of stuff. 
(Matt)    
                           
Therefore, when different people share different ideas, they bring to light different 
possibilities which grant different experiences. Empowering students through the 
establishment of a community of learners enables students to become empowered as 
individuals by contributing to the group effort. At one level it encourages students to 
state an intellectual position, and to support their stand with well-constructed 
arguments, but at another it encourages students to be flexible enough to consider 
challenges to their position, and to modify this position as a result of dialogue with 
others. In this way, technology allows people to put aside their norms and look at their 
lives from a different perspective (Turner, 1973); it offers the flexibility of time and 
place; and it empowers a wide range of students to offer their contributions. 
Technology appears then to foster authenticity and bring people closer to truth 
(Heidegger, 1954/1993).   
 
School communities are a concept that Sally also agrees have great worth. She argues 
that communities encourage the development of “shared values and ideals”. Her 
vision of learning extends beyond the classroom and individual learners to encapsulate 
a sense of community that invites parents, and the larger community, to participate in 
a variety of activities all throughout the day. It is a place where the educative process 
is focused on the empowerment of people and communities in relationship and 
learning. Sally develops the idea of a continuous, organic collaboration through 
technological means between schools, parents and communities encompassing all 
parts of school life to foster and strengthen such relationships and community ties. 
She describes this experience:  
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 Parents were kind of all in and out at school and the classroom and [were] 
observing and so it was a very kind of proactive relationship because they knew 
what was going on. We would be blogging through the day, there was no 
misunderstanding around the business of that school or the operations of that 
classroom, so they weren’t nervous or tense around what was happening because 
there was so much evidence of learning and products of that every day … Everyone 
in a school setting, teachers and parents, kids and the community members, so 
that it is a community of practice where there is community engagement with local 
communities and people who have other skills sets who are able to come in, the 
expectation is less that the teachers have to know everything and provide all the 
knowledge, knowing that we can go to community members, and there are ways to 
leverage the Internet for that kind of information and then to reach out with your 
own architect to say we are looking at geometry in real life and why this is 
purposeful. Bringing in stakeholders to alleviate the pressure on the teacher so 
they can get into being the professional educator and pedagogue and have a good 
sense of efficacy in their own professionalism rather than just having to know a 
bunch of facts about a syllabus topic. They can be agents of looking for learning 
and understanding what learning looks like in certain situations and make 
professional assessments and judgments about that. The teacher then becomes a 
far more critical member of society. (Sally)      
                            
In Sally’s recount schools and educative systems have become learning communities 
for all: teachers, parents, the wider community as well as students. Contributions 
made by others encourage the other person to look past their present situation to 
their future, their potential and their possibilities. Communities highlight the 
possibilities by encouraging people to bring their own possibilities to light. In the 
vignette above we see the decentralization of the teacher, with parents engaging with 
student blogs, experts in the field talking about their experiences, and students 
utilising these ideas to solve their own problems. In Sally’s story we see students 
exposed to a world of possibilities, a world of choices; parents, community members 
bringing to light the student’s essence as a human being, as a being with possibilities 
towards greater authenticity.    
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7.4 Conclusion 
 
This chapter has explored the participants’ perspectives about the purpose and need 
for Slow in the technology-rich educational context, based on the experiences and 
stories shared. Through the participants’ narratives this chapter explored both their 
perception of the potential of Slow as an approach in education and the outcomes 
they have seen in their own lives and work. In addition, the chapter also revealed the 
participants’ deeper thoughts and feelings about Slow ways of being in an ICT-rich 
educational context.  
 
The phenomenology in this chapter has been predominantly philosophical in character 
and has explored Slow, and Fast, in the participants’ personal and professional 
experiences. By doing so, this chapter has created a link between the philosophical 
aspects of the research and the educational context, with the emergent themes 
explored from both educational and philosophical perspectives.    
 
7.5 The way forward  
 
Chapter Eight has been divided into two parts: ‘Chapter Eight A – Phenomenological 
Text: A Picture of Slow’, and ‘Chapter Eight B – Free Act of Seeing Slow: Focus group 
discussion’.  
 
Utilising van Manen’s (1990) methodological approach of writing and re-writing, a 
phenomenological artefact was created, titled A Picture of Slow.  A Picture of Slow, is 
the result of the exploratory writing undertaken to reveal and provide greater depth 
of understanding of the emergent themes in context. The artefact was also developed 
as stimulus for the focus group members to read and respond to. Furthermore, A 
Picture of Slow was not just aimed at putting the right words in the right order, but 
creating a well-designed artefact whose aesthetics are meant to be pleasing and 
assist with communicating the ideas. This process is described in more detail in 
Chapter Four.  
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Chapter Eight A 
 
Phenomenological Text: A Picture of Slow 
 
8A.1 The phenomenological text  
 
The ensuing text, A Picture of Slow, is a phenomenological piece that, for me, reflects 
a Slow orientation to the world. The purpose of A Picture of Slow was to: 
 
1. provide the focus group members with an artefact to read and respond to,  
2. utilise van Manen’s writing and re-writing process, and 
3. create a well-designed artefact whose aesthetics are meant to be pleasing and 
a help to communication.  
 
The process and justification for this is provided in detail in Chapter Four.   
 
Figure 4, presented on the following page, is a screen shot of the front and back of 
the tri-fold design - A Picture of Slow. This is followed by the text of this 
phenomenological piece, since the print in Figure 4 is too small to be read easily.   
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Figure 4. Phenomenological Text: A Picture of Slow 
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A Picture of Slow 
 
It is Thursday morning and the room is a hive of activity. Children are 
moving about freely in a space where there are no hallways, lots of 
windows and a flood of natural light; harmoniously bringing together the 
outside and the inside. The room is a connected, re-definable space that 
gives shape to a future of possibilities.  
 
In a corner of the space, children stand beside tables of food. They offer 
samples of food cooked from recipes developed with the help of parents, 
professional chefs, using seasonal produce they have tended to, from the 
school’s garden. Each child created, tested, evaluated and refined their 
recipes all term, until they developed a recipe they were pleased with. 
Each child has also published a gardening guide and cookbook, complete 
with gardening tips, step-by-step instructions and photographs of their 
meals, and they stand proudly showing their work to their peers, parents, 
teachers, and other members of the community, all who helped to make 
this possible.  
 
In preparation for today, there was no struggle against the clock or an 
attempt to fit too many things into a small amount of time. There was no 
sense of pressure to remain on task and on schedule. Things happened 
organically, in their own time and space. Each day was flexible and 
negotiable, as concepts and ideas were permitted to unfold in their own 
time.  
 
Children undertook research, both on and offline. They produced drafts of 
their work, had it evaluated by peers, parents and other members of the 
community. The teacher was not the primary source of information; 
instead they were a designer of learning and an advisor. With each 
member of the community having a role to play, each member seen as a 
co-investigator, helping the child make better sense of themselves 
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through inquiry: by listening, communicating, challenging, testing, and 
critiquing ideas - a process that not only broadened their horizons, but 
also deepened one’s understanding of their ideals, beliefs and 
understanding of their place and identity within this world. 
 
Introduction 
 
The story above demonstrates that rich and active communities can provide a 
powerful context for learning. This is the case for many adult environments, where 
much of the learning occurs in communal settings. In the picture above, we see no 
evidence of traditional teacher-led teaching, but rather witness autonomous 
constructive and collaborative behaviour involving children, teachers, parents and 
other members of the school and wider community.     
 
What this story demonstrates is the facilitation of the emergence of a new, slower 
approach to learning that draws upon a range of insights into how we learn, the 
functioning of human societies and learning as a community-wide activity. It involves 
people engaged in solving problems, creating products and making meaning, through 
the experiences and ways of learning of others. Such a framework will release human 
potential in ways that nurture and form local democratic communities, and will help 
reclaim and sustain a world consumed with the consumption of knowledge to one 
focused on the production of a better world.  
 
Fast to Slow 
 
Globalisation and new technologies have transformed and will continue to transform 
society. Speed and constant acceleration have defined the way we communicate, eat, 
travel, innovate and educate. We produce and consume at an ever-increasing pace, 
with speed aligned with growth and innovation. Today’s economy proposes and 
imposes new values, new relations between people and new concepts of time and 
space. As a result, this speed-hungry society is leaving us with less time to think, 
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celebrate, commiserate, laugh and fear. Less time to converse, enjoy the company of 
friends, to image, to wonder and to just be.  
 
The rapid changes and relationship between technology and speed have significant 
implications for education and learning, as educative practice, too, is being 
accelerated by the digital and network revolutions. The globalised economy has 
exerted increasing pressure on educators and educational authorities to ensure that 
all members of the community are able to serve the needs of this ever-changing, 
technology-focused society, generating innovation and wealth to boost the national 
economy. As a result short-term educational initiatives dominate the educational 
landscape, for example, an over-crowded curriculum, a focus on standardisation and 
assessment, increasing emphasis on teacher accountability and the redirection of 
funding to aid in the development of buildings and technological equipment.        
 
This focus is in stark contrast to the skills required to thrive in the twenty-first 
century, where research suggests that learning should foster creativity, innovation, 
resourcefulness, self-awareness, initiative, resilience and respect, as well as 
encourage an integrity based on strong moral and ethical convictions (Fullan, 2010; 
Heppell, 2006; Robinson, 2009).  
 
A Slow Philosophy 
 
Twenty-years ago, Carlo Petrini, an Italian journalist, lead a small protest against the 
opening of a McDonald’s restaurant amongst the historic and classical architecture of 
the Piazza di Spagna, Rome. The revolt was held in the name of traditional foods that 
were increasingly at risk of disappearing forever as a speed-hungry world turned 
increasingly to fast food. Petrini saw the McDonald’s franchise as a representation of 
everything commercial and industrial; where ingredients were sourced internationally 
with the financial gains a priority over taste, where food preparation was centred on 
standardised procedures regardless of location and tradition and where food did not 
reflect the culture, local climate or conditions. The result was a menu filled with 
ageless and cultureless food (Ariès, as cited in Petrini & Padovani, 2006), each 
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hamburger a clone of the other, completely disconnected from the city in which it 
was purchased and consumed.  
 
To counter this trend, Petrini established an international gastro-economic movement 
known as Slow Food, to protect traditional culture, the environment and biodiversity 
by encouraging regional food production. And as a result, a revolution was conceived 
– The Slow Food Movement.  
 
The education system of the twenty-first century can be likened to a fast-food 
organisation; knowledge that has forgotten where it came from, the delivery of too 
much content in too little time, many aspects of instruction and assessment focused 
on individual performance and achievement, and an emphasis on short-term rewards 
rather than long-term implications. In the way that the Slow Food Movement 
promotes the unhurried pleasures of the table, teaching too, should awaken the 
senses and provide an environment “where students have time to discuss, argue, 
reflect upon knowledge and ideas, and so come to understand themselves and the 
culture they will inherit” (Holt, 2002, p. 1).   
 
In order to identify the characteristics of slow and develop pedagogy reflective of the 
slow philosophy I undertook methodology that involved analysis and research. A 
review of the literature, drawing on the philosophies of Petrini, the Slow Food 
Movement and various Slow Communities was undertaken. Interviews were 
conducted with prominent writers of slow and various members of the slow 
community. As a result, the following four characteristics have emerged in my 
analysis:  
 
1. A focus on process through authentic learning experiences.  
2. Acknowledging learners as connected, multidimensional beings. 
3. Nurturing a community of learners that includes peers, teachers, parents, and 
the school, local and wider community.  
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4. Cultural transformation towards a common social, cultural and political 
landscape where we can find new, long-term, possibilities for learners, 
teachers, schools, education, families and communities.  
 
1. Process focused learning  
 
Slow pedagogy shifts the focus to process in an inquiry-based approach, built upon 
authentic learning activities that engage learner interest and motivation. Such 
activities are designed to lead the learner to solve a problem or answer a question(s), 
in the same way people do every day outside the learning environment. One’s life is 
filled with problems – big and small. These problems may involve orchestrating a 
birthday party for 100 people or dinner for a family seven nights a week, but either 
way they involve problems that need to be solved. Whilst, as individuals, we will 
approach such tasks differently, we engage in similar processes along the way. Each 
requires thought, planning, preparation and execution.  
 
Just as in real life, there is no script or standards that drive each inquiry. Problems are 
not constructed in an effort to cover the curriculum, or meet standards, they are 
problems and processes that foster exploration and investigation that are of interest 
to the learner. This is what fuels the investigation, the asking and answering of 
questions, reflective practice and the development of critical thinking skills.   
 
Learning, with a focus on the process, also enables the learner to make connections in 
their own time and in a variety of spaces. The investigation can extend for hours, 
days, weeks or even months, allowing each piece of the puzzle to germinate for more 
than several hours, or days. There is no evidence of a rigid, linear structure, but in its 
place is a highly evolved, invisible structure that fosters an organic progression of the 
learner through the process. Technology in this process is used merely as a tool to aid 
access, representation and creation of information.  
 
The teacher should play the same role in the classroom as the expert plays in larger 
society. The teacher should not impose particular knowledge and content, but 
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present ideas that are to be evaluated and questioned. This will ensure that product 
does not take precedence over process, and in turn children feel equipped to respond 
and deal with new situations and problems as they arise. This is also necessary, as 
society changes and the skills necessary to be a successful member of that society 
change with it, the development of sound and flexible processes will allow children to 
become life-long learners and acclimate to almost any societal needs.  
 
2. Learners as connected, multidimensional beings 
 
The multidimensionality of each individual requires that the teacher look beyond the 
learner, to the person. Each person must be viewed as strong, powerful, rich in 
potential, driven by the power of wanting to grow, and nurtured by those around 
them, who take this journey towards growth seriously. They must be welcoming and 
open to the uniqueness and difference of all, and mindful that all are viewing each 
experience from his or her own unique position and perspective. 
 
The teacher must acknowledge that each learner brings forth their own perspective 
on the world - perspective that is shaped by the interconnection of the individual and 
society; one that acknowledges the learner as a social being and member of a 
community, without abandoning personal autonomy or identity. The learner is 
encouraged to move simultaneously and in multiple directions between their 
experiences in the classroom and those of the real world, because the boundaries 
between each are blurred, forming continuous parts of a whole.  
 
Slow involves the creation of educative experiences, where the learner is supported 
by the environment so they can pursue their interests and explorations with minimal 
interaction or direction of a teacher. The environment is created in harmony with 
each learner’s natural rhythm, and supports the experiences, work and interests of 
the learner without constant guidance and intervention. The environment is 
established with enough provocation to fuel the learner’s world and mind, to enable 
them to undertake a personal journey and continue to build their rich stories.  
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It is about creating experiences where time feels like it is suspended. There is no 
struggle against the clock or an attempt to impart too much content, in too little time. 
The pressure to remain on task and on time is not there; things progress freely and 
happen in their own time and space, without the forced nature over-scheduling gives. 
Each experience is negotiable and flexible enough to accommodate individual 
differences, with the learner given ample time and space to make connections in their 
own time.  
 
Learners are not pushed to finish a project, task or conversation but encouraged to 
plan to finish at an undetermined point in the future. This way the learner has ample 
time to let the concept simmer and to get them thinking about it on their own.      
 
All knowledge is co-constructed, viewed from a variety of perspectives and 
provisional, not the transmission of knowledge which assumes each learner is the 
same. Such an experience requires the teacher to be attuned to the learner’s 
thoughts, ideas, questions and answers, curiosity and imagination; it means treating 
all thought seriously and with respect; it means making meaning from what is said, 
without preconceived ideas of what is correct or appropriate and it involves reflecting 
upon the learner’s responses and actions.   
 
Directing the learning becomes centred on the act of reflection. Such reflective 
practice involves examination of the relationship between thought and experience 
and must become more critical as the learner progresses through the learning 
journey. Teachers must reflect on both the positive and negative emotions triggered 
by an experience and the underlying beliefs and forms of knowledge that support 
such emotion, and then the consequences to which it leads. This type of reflective 
practice also requires an openness and willingness to revise or even discard 
previously held beliefs and practices and replace them with new responses and 
actions, such practice has significant implications for the continuum of learning, as 
development of tasks gain in complexity from year to year. Such reflective practice 
includes developing hypotheses, strategies for research, observation, evaluation and 
feedback. 
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At the centre of slow is the vision of a learner who can think and act for themselves. It 
is acknowledged that each learner will walk their own meandering journey that will 
move forward, backwards and sideways, until ultimately they arrive at their final 
destination, but each in their own time. Leading the learner in a constructive direction 
toward intelligent action; moving the learner from one experience into the next with 
a deeper understanding of its relationships with and connection to other experiences 
and ideas, means understanding and acknowledging the multidimensional nature of a 
learner’s identity.  
 
3. Community of Learners 
 
The community is the primary connecting dimension of the Slow framework. It is 
more than a warm and protective dimension of the framework, but rather a dynamic 
conjunction of forces and elements interacting towards a common purpose. Each 
member of the community constitutes part of the identity; such membership, then, 
enables each member of the community to embark on a common journey which 
makes it possible to construct a sense of belonging to a community.   
 
Establishing a community of learners involves all members not only taking part in 
something but more importantly, being a part of something. Such communities are 
reflective of society structures; communities composed of individuals, families and 
other group structures, each with a variety of values, beliefs, skills and specialisation. 
This is important, because it means each member of the community, to some extent, 
is a specialist. This means that everyone – learners, teachers, parents and members of 
the school and wider community - is involved in sharing ideas, collaboration, conflict, 
further investigation, a variety of activities and communication. Rather than 
separation or contrast, these encounters foster both dialogue between different 
members and negotiation toward arriving at the destination together. Rather than 
being an experience where the competencies of some negate the competencies of 
others, there is recognition that everyone is an active member in the educational 
relationship, each contributing complementary and necessary knowledge.   
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A community approach to learning is essential to the processes of learning for every 
member. Recognition that before teachers, parents and community members the 
learner must be an active constructor of their own learning. The learner needs to be 
given the opportunity to share their perspective and experiences with other learners, 
teachers and members of the wider community. Teachers too, do not merely create 
and execute rigid, outcome-based programs but participate actively in the 
construction of knowledge-building processes of each learner, as well as their own.  
 
Within a community of learners it is important to acknowledge that individual 
knowledge makes up only one piece of the pie, and in order to arrive at an unbiased 
and complete solution to a problem, the perspective of other members of the 
community is necessary. Such perspective is gained through inquiry: by listening, 
challenging, testing and critiquing each other’s ideas. This notion of having one’s 
ideas critically tested by others members of the community, allows ideas to move 
beyond the immediate and personal context, to open up new perspectives, to reveal 
new ways to view and experience different values, beliefs and actions and expose 
new connections in the world.  
 
4. Cultural transformation  
 
A culture of slow is mindful, welcoming and democratic. It is open to renewal and 
reinvention, as the constant evolution and transformation guides us towards a new 
social, cultural and political landscape, where we can find new possibilities for 
learners, parenthood, education, schools, families and communities.  
 
Cultural traditions, social and political agenda’s considered valuable traditions are 
reshaped and reconstructed in order to bring harmony, equity and inclusiveness. Such 
transformation requires flexibility and means that members of a community must 
claim ownership and share responsibility for its growth and development. The 
capacity for transformation is not directed from above, authoritarian or hierarchical in 
nature. It is not directed by those in positions of power and commanded down the 
line, but is communicated from a variety of perspectives, by members of the 
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community, including, learners, teachers, parents, and members of the wider 
community. Being a member in the community is not seen as optional, but as an 
essential driver for change.  
 
Members of the community are not outside spectators, but are involved participants, 
engaged in reconstructing our understanding of the world. Such members do not 
operate in isolation, but each has to refer one’s actions to that of others, and to 
consider the action of others to give perspective and direction to one’s own. It is 
important to acknowledge that in doing so, such actions have consequences which 
may affect other members. This means that each member must acts in ways that are 
congruent with the interests of others and which actively reflect and enhance them. 
This will result in a transformation that is maximally inclusive of all.  
 
Cultural transformation, that is socially, politically and culturally cohesive, requires a 
foundation of flexible members when pursuing habits held as valuable traditions, in 
order to bring harmony and equilibrium. The adjustment of individual activity on the 
basis of this social consciousness will establish inclusive and meaningful connections 
between citizens residing within a community, develop an identity in its own right and 
make a place of significance for itself in the local region and in the world.  
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8A.2 The way forward  
 
A Picture of Slow, presented in this chapter, forms only one half of Chapter Eight. The 
following half (Chapter Eight B) presents my interpretation of the discussion that 
ensued during the focus group.  
 
A diverse group of educators from the tertiary, secondary and primary education 
sector, with A Picture of Slow, engaged in a discussion focused on experiences of Fast 
and Slow in education. Participant educative experiences were explored through the 
free act of seeing meaning, according to the procedures described in Chapter Four. 
The aim of Chapter Eight B is to show the focus group participants’ views on the 
development, features and outcomes of the impact of Fast and Slow on education. 
Such aims are realised, and presented in Chapter Eight B, through the provision of 
relevant quotes from the transcribed discussions, a concise summary of the 
conversation, and personal conclusions – all provided to add depth to certain themes, 
individual points and, in some cases, to show variation between different 
perspectives.  
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Chapter Eight B 
 
The world partly becomes - comes to be - how it is imagined. –Gregory Bateson 
 
Free Act of Seeing Slow: Focus group discussion 
 
8B.1 Introduction 
 
This chapter presents my interpretation of the educator perceptions of Slow, and 
Fast, in education. Chapter Four outlines in detail the phenomenological framework 
utilised in this phase of the study.  
 
In line with van Manen’s (1990) free act of seeing, the approach taken to report 
findings in this chapter is similar to that presented in the latter half of Chapter Seven. 
Whereby the themes of the focus group discussion are brought together into a 
synthesis, generated from responses to the open and naturally unfolding 
conversation. However, for clarity and the systematic exploration of meaning, the 
themes and their categories were re-organised throughout the transcript and in this 
chapter. Within each theme some quotes appear verbatim extracted from the 
transcript. Direct quotes appear indented and in a smaller font. Following these 
quotes is a brief reflection and analysis of what emerged for me from participant 
contributions.   
 
Chapter Eight B concludes with a diagrammatic representation of the participants’ 
contributions: a visual representation of how the inquiry progressed and the themes 
that emerged.  
 
8B.2 Setting the scene 
 
The focus group discussion was held on a cold and wet night, late May, at a local 
trattoria. The trattoria came complete with cobblestone-patterned tiles and old 
plates that hung from the surrounding stonewall, a nod to its Italian roots. A private 
dining room had been booked ensuring a well-lit space away from the noise of the 
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main restaurant floor. Chairs were positioned around a rectangular dining table - 
three on each side. I sat in the middle of the three chairs on one side, to enhance 
communication and maintain eye contact as much as possible. Prior to the 
commencement of the focus group discussion demographic information was 
collected about each participant such as their length of experience as a teacher, their 
current role in school and the type of education system they were employed in. 
 
A smiling waiter, a tall man with dark hair and thick Italian accent greeted us warmly 
and wrote down our wishes for the house specialty of wood-fired pizza: a creamy 
dough topped with prosciutto, ham, seasonal vegetables, fresh mozzarella and a 
dribble of a basil tomato sauce, along with his recommendations of vegetarian 
calzone and freshly-baked garlic bread.   
 
Sitting around the table was an eclectic group of educators who were contacted on 
the basis of their involvement in educational change and reform. Together they 
represented different education sectors, systems and backgrounds. Each participant 
had their own unique stories and experiences to share yet they all shared a 
commonality: to make an impact upon the students they teach and educational 
systems in which they inhabit.  
 
First to arrive is Michael (pseudonym), a NSW Department of Education primary 
school teacher and self-confessed ‘nerdy teacher’. He has been teaching for six years, 
and currently has a composite year five and six class. He describes his classroom as a 
dynamic space, filled with movie making equipment so that each student has the 
opportunity to become the star of their own feature film. Movie making is a feature 
of Michael’s curriculum. Every step of his students’ educative process is shared with 
the school community as each student records, maintains and moderates posts on 
his/her individual blog site. Whilst his classroom is a vibrant, energetic space, Michael 
as a person is a quiet and unassuming character. He sits at the table wearing an 
oversized, multi-coloured woolen jumper that he, proudly shares, his wife knitted for 
him. He admits he has many others just like it in his wardrobe.  
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Daniel (pseudonym), a principal of an impressive Western Sydney public, primary 
school that gives voice and visibility to his students within the local community. The 
school is a place of texture in that it is a community where environmentally conscious 
practice erupts into the everyday life within the school. For example, the school 
landscape that once nurtured buildings and concrete playgrounds is slowly being 
reclaimed by the natural environment through the establishment of grass areas, solar 
panels, water tanks and edible school gardens.  
 
Daniel’s public school is a flexible, innovative and negotiable space. When a group of 
parents approached Daniel about the hurriedness of their lives and the lives of their 
children, Daniel took action. He established a research group to look into time and 
learning and as a result modified the schools operating hours to commence at 8am 
through to 1.15pm. This structural change ensured that students were in classes 
when they were most alert, it afforded them the opportunity to be home at lunch and 
share a meal with their families, and most importantly it reduced the stress of the 
over-scheduled afternoon and evenings providing children with more time for free 
exploration and play. For all his accolades and accomplishments Daniel is a modest 
man, yet highly perceptive and engaging when talking about all things education, and 
rugby.  
 
When Mary (pseudonym) joins the table we all gaze in awe, her bright red hair and 
thick black, cats-eye glasses are only one part of her quirky sense of style. She is 
dressed in tartan, checkered tights and bubblegum shoes. Conventional dressing is 
clearly not her thing. She sits down, exhausted, still recovering from the Kraftwerk 
concert she attended the previous evening [Kraftwerk are a German electronic music 
band started in the 1970s]. Mary is a teacher who exudes passion for her craft, her 
students and the teaching profession. Her skills as a Technological and Applied 
Studies Teacher and leader of eLearning in a Catholic secondary school, along with 
the conference presentations and tweets regarding her teaching practice, see her 
express the same level of creativity in her teaching as she does in her appearance.  
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Linda (pseudonym) represents the tertiary education sector. However, her experience 
and knowledge is vast encompassing both the secondary and primary systemic 
structures. She is well-versed and well-published in the area of ICT integration and 
learning design and brings to the group a more conservative, and at times cynical, 
view of education.   
  
The final member to arrive is Bob (pseudonym) and despite the cold, wet evening he 
has his trademark sunglasses still sitting perched atop his head. Bob has pedaled his 
way here. He is known for frequently navigating the congested Sydney streets via bike 
during the week and rowing the Sydney waterways on the weekends. On arrival, Bob 
brings with him boundless energy, ingenuity and a speed that sees him operate and 
speak so quickly each word escapes as if in relief. He has only just returned to his role 
as a Personal Development, Health and Physical Education teacher, after being 
seconded to the Department of Education to lead the laptop rollout of the Digital 
Education Revolution to public schools in one of the Sydney regions. He is a self-
appointed ‘edu hacker’ and describes himself on twitter as a superman-like character 
“faster than a speeding bullet, more powerful than a locomotive, able to leap tall 
buildings in a single bound. Truth, Justice and the amazing way!”  
 
Participants produced the A Picture of Slow artefact (Chapter Eight A) that had been 
posted to them the week earlier, revealing creased and crumpled versions covered in 
hand-written notes and musings. For over two hours we sat as a group, ate, drank and 
discussed all things Slow, and Fast, in education.  
 
8B.3  Theme 1 – Fast as inimical to learning  
 
The educators sitting around the table agreed that education today was characterised 
by: an over-crowded and highly prescriptive curriculum; a stronger focus on content 
over individual student’s needs; assessment-driven practices that lacked both 
authenticity and context. This characterisation of education is exemplified in the 
following extracts:  
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The fast pace that we all succumb to: we cram assessments, move on before we 
should, we don’t complete topics all the time, we rush through sections of our 
curriculum, often before all students have embraced the skill and sometimes 
they don’t understand contextually where it fits in their life. (Mary) 
 
There is mutual consensus expressed here with all participants nodding in 
agreement. Bob attributes a teachers actions as a direct result of the system in which 
they inhabit, “I think teachers are the victim of a heavily regulated, timed, fabricated 
structure and syllabus.” He goes on to ask: 
 
I would love to know who decreed we learn a unit for 10 weeks; it’s kind of 
ironic that we have everything happen in 10-week blocks … It’s amazing what 
happens in a school in an 11-week term, everyone’s shattered in that extra 
week; it’s only five more days! Or in a 9-week term we’re manic. (Bob) 
 
Daniel expresses his agreement, but adds a further comment on the need for change:   
 
It is all context-dependent. Time is because of the paradigm we operate in.  
Because we operate in four school terms, roughly ten weeks each so we plan 
units of work around the school term. I think that paradigm has got to shift just 
like how we operate schools has got to shift as well because everything is 
currently dictated by our vacation periods. (Daniel) 
 
I asked the participants to elaborate further on how the ten-week term structure 
affects teaching practice. Mary proceeded to discuss the issues encountered with her 
Head of Department because she had developed a seven-week unit in a ten-week 
term, she was told she was not able to move on to a new topic that term, and would 
need to extend the project for the remaining three weeks. Her pitch rose and she 
spoke in fragmented sentences, clearly unsettled by the fact she would need to 
artificially extend this project.   
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Not only does the designated term and vacation periods provide limitations, but so 
too does the daily school structure in high schools and universities. Bob describes the 
current structure as a barrier to Slow and deep learning:  
 
The structure for high school is almost a barrier for this because even if your 
period is one hour the bell rings, they have to transition, physically move 
location and walk into a new room, change mindset with new rules, new 
teaching styles, new teacher, so even if you wanted to do Slow learning … (Bob) 
 
Bob is cut-off by Linda, whose experience in tertiary education presents similar 
challenges:  
 
We see that at university, we deliver a one-hour lecture and that’s it. We will 
talk at you for one hour. So you will get the students at the front attentive and 
then the others at the back disengaged, most likely on social media. (Linda) 
 
As the term and internal period structures of educational settings were automatically 
linked to their first replies to the question: what Fast in education means, it could be 
hypothesized that teachers prioritise this as requiring change over others. This is also 
reinforced in the following extract offered about the distinction between high 
schools and primary schools: 
 
If you look at innovation in schools, the majority occurs in primary schools 
because they have the luxury of time … I’ve taught in both primary and 
secondary and what ruined it in secondary was not even the amount of content 
or subject, it’s the 40-minute periods. In primary school you can dedicate a 
whole day to something if that’s what you decided and you could make up for it 
later. (Linda) 
 
Bob and Daniel, both fervently nodding their heads in agreement. The above extract 
would suggest that whilst these teachers may be aware of other limitations in 
education, they still believe that the term and period structure dominates. Further, it 
is worth noting that Linda then interjected the following statement: “So a natural 
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extension to this is [that] you don’t think Slow would work unless we change our 
term system. Which is clearly not going to happen.” Similar emanating data from 
other participants were consistent with this idea as illuminated by the following 
extract when Michael refers to the phenomenological text:    
 
That’s what I really felt when I was reading it. There are bits of it that I [you] can 
do as a teacher with your own class but then really for it to work in a big way 
you need that cultural transformation. (Michael) 
 
Whilst Bob did not completely agree, he acknowledged the role of the school 
principal or university Dean as a necessary precursor to change: 
 
But this is coming from the principal, and that’s what’s different for us three and 
you guys. If the Dean stood up and said this you would be like ‘if you halve my 
pay I would stay here’. So until we get more principals like this it’s a challenge. 
(Bob) 
  
On the basis of the findings above, it could be argued that change needs to be driven 
largely from above. However, it should also be noted that perhaps some participants 
in the group underestimated their ability to overcome the current system and 
structures. Bob describes in an extract below the decisions he has made to overcome 
what he views as curriculum limitations:   
 
Because we’re so busy with all the other stuff we often do not stop and ask 
‘what do they need to know?’ or ‘do they already know this?’ – utilising their 
prior knowledge. An example is the PDHPE syllabus, which is so old, I am 
teaching sex education and drug and alcohol to year nine – they already know 
this. Instead of covering all of the content outlined I skip to the end, which is the 
behaviours and decision-making, which is far more important. I don’t need to sit 
there and tell them basic stuff they already know. I think we have forgotten that 
we don’t have to teach every single dot-point, I can now spend the time working 
or adding to what they know. (Bob) 
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Bob illuminates this idea further with the following example: 
 
We need more autonomy and to move away from the syllabus. If we think of 
the best teachers in our school you think of a ‘hacker’ – someone who grabs a 
curriculum and basically hacks it, decides what they don’t need to teach, will 
find a way to tick-the-box and tell their boss yes I taught this and they’ll focus on 
what matters. For me in PDHPE there is a dot point that says I need to teach my 
students how to do a mail merge … because some policy maker years ago 
divided up the technology curriculum and said PE should teach the mail merge. 
If any of my students ever require a mail merge in their future career I want 
them to call me because I want to know. I think part of the problem is we’re a 
bunch of NSW Welshmen and we have a Board of Studies that have delivered us 
a traditional, highly prescriptive, highly organised, pre-timed, pre-ordained 
curriculum. NSW have also taken the Australian Curriculum, a high-level 
curricula, that you really could pick and choose and identify the priorities for my 
communities. My community does not need to learn mail merge, my 
community needs child protection, my community needs sexual health, drivers’ 
ed[ucation], how to catch a train safely, etc. We’ve taken a high level syllabus 
and replaced it with a prescriptive syllabus that’s working against us. So we have 
to go back to being hackers and ask what don’t I need, what’s not important to 
my learners, and that’s a very ethical decision. (Bob) 
 
At the time of data collection, it was noted that the Australian Curriculum was in its 
infancy; currently undergoing modification to suit the state requirements, open to 
review from key stakeholders and educators and also being trialed and implemented 
in some schools. Again, the rigidity of the high school structure, and focus on 
content, is given much attention as exemplified in the response by Daniel, the 
primary school principal: 
 
I think there is a distinction between high school and primary schools, in the 
sense that you have to get through all of this work. In a high school context it’s 
about content whereas we’re [primary schools] not as driven by content. We’re 
driven very much by skill-based learning and we use the content as the vehicle 
of learning. So the Australian Curriculum works really well for us because we 
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could focus on the general capabilities and the outcomes, and the content only 
becomes the vehicle in terms of what kids learn, and we don’t have to stick to 
that content. (Daniel) 
 
Daniel is making the distinction between primary and secondary schools. It appears 
that there are parallels between primary schools and the fundamental aspects of 
Slow in providing flexible learning environments where students pursue general 
capabilities through a range of content areas. This idea of primary schools challenges 
the Fast nature of schools described earlier in this section.   
 
8B.4 Theme 2 - Cultural transformation as an imperative to Slow 
 
Whilst viewing education from the perspective of Fast was given much attention by 
participants; references were also made to the need for a cultural transformation: a 
move towards a common social, cultural and political educational landscape. Daniel 
placed greater emphasis on the need for a cultural transformation, which may have 
been due to his leadership position as principal. Daniel emphasises the importance of 
cultural transformation as can be seen in the following extract: 
 
We need a cultural transformation about learning but we also need a cultural 
transformation about the paradigm of how schools operate and about our 
curriculum … which means we need to kind of reinvent our schools because our 
schools are predicated on a curriculum of the past, and also predicated on the 
industrial revolution and how schools were set-up. (Daniel) 
 
I asked Daniel to elaborate further on what such a transformation would involve. 
Daniel goes on to share a school strategy he had been made aware of earlier that 
day:  
 
A lovely case study today and I think this is where [school name] is headed is 
that this school doesn’t have bells in their school, and the reason is that if kids 
are engaged and they’re really focused why do we ring a bell and disengage 
students and re-start them again. One of the lovely things I heard today was 
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kids, in this particular school, were engaged in a task and it hit 11 or 10.30 and 
none of the kids wanted to go outside and play like in a normal school, [so] they 
continued on with what they were engaged in. There was no bell that triggered 
this has ended, they had that extra time to self-reflect and continue with their 
learning. I often think and wonder why we ring bells or [why] we cut kids off, 
and I think the natural extension of that would be working into the vacation 
period. (Daniel)  
 
All nod in agreement with Daniel’s sentiment. The focus again shifts to the 
limitations of the high school setting, as Bob expresses his support, and provides 
further evidence, in the excerpt below: 
 
Something primary schools do well is the design of learning spaces. One of the 
things that is really hard for us is that we have structured spaces for time in the 
classroom…. And also why have all of the rows face the teacher. Part of the 
change and shift forward is not just a change of thinking and pedagogical style 
or leadership it is a change in how a space is designed to actually facilitate more 
time in class. (Bob) 
 
8B.4.1 Cultural transformation process – top-down or bottom up? 
 
Whilst it is acknowledged that a cultural transformation is needed to facilitate 
change, the data reveals that a dichotomy exists between how such change should be 
enacted. Drawing upon the following discussion among participants, it is evident that 
the various perspectives offer an important lens through which cultural 
transformation can be reconfigured and reconceptualised in school. Daniel draws 
upon his role as principal as he reflects on the importance of school leadership:   
 
There needs to be a lot of disruptive questioning about why we do things the 
way we do; it’s only by disruptive questioning that we create new knowledge. 
We could have tinkered around with our school hours by changing the start time 
by 5, 10, 15 minutes, but we went to 8 am and we made a massive culture shift. 
Now that culture shift hasn’t taken place in the majority of Australian schools. I 
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don’t advocate a change of school hours for every school, that’s a cultural 
transformation around our context, our learners. At a P&C meeting parents 
were talking a lot about how rushed they were – from home to football training 
to tutoring to everything else, we’ve got to run around and take the kids, is 
there any way we can just alter the times? So then we looked at the possibility 
of 5 min, 10 min, 15 min but we wanted to make a cultural shift and free up 
even more time and the 8 am allowed our kids to go home for lunch … this 
school needs to have that cultural transformation to meet the needs of their 
students and that’s the difficult part, because it needs to come from the bottom 
and it also needs to be driven from above, because at the end of the day I’m the 
decision maker. In some way I’m the gatekeeper, because I also have to sell that 
to people, I’m accountable too if they’re not happy about it. So in some ways I’m 
the gatekeeper. (Daniel) 
 
Interestingly, Bob too identifies with cultural transformation as the key and he re-
emphasises how cultural transformation is often implemented at the top: 
 
Yes, I think ultimately culture trumps everything. So a hacker can try as hard as 
he wants, but if the culture is fully against them they will always remain the 
marginalized hacker in the corner hacking away. And it is where the top has to 
drive that cultural transformation otherwise it will just be. (Bob)  
 
Mary is quite perturbed by the discussion, abruptly responding, “as a teacher, pick up 
the furniture and move it!” This is an example of an ideology that emphasises and 
values the agency of all people in bringing about change. She continues and adds the 
following statement: 
 
I think it’s bottom-up. Talk to a teacher and say I can trade you a History time for 
a Technology time I’ve done that before. I said to an RE [Religious Education] 
teacher I’d really like to have a double-lesson and you’ve got RE, can we do a 
swap? I’ll supervise them for the double period and then students can continue 
on with something. (Mary) 
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The ensuing exchange between Mary and Daniel is documented in the discussion 
below, as each tries to justify their position. Says Daniel: 
 
Yes, but if Bob decides he wants to go to your knitting 101 class because he is 
suddenly engaged in it, and as the principal I say sorry Bob you shouldn’t be in 
that class you need to be over there, so suddenly I’m an influencer. With this 
whole philosophy it doesn’t matter, if Bob is in your class and you have this 
arrangement, I’m the one that might overstep it and say sorry you need to go to 
Macbeth and go enjoy Macbeth. So there are elements that can be driven, and 
as teachers we can grab it and feed it up, but ultimately I’m the one that will end 
up making decisions because we’re accountable also to a whole lot of other 
people. (Daniel) 
 
Mary counters: 
I think we just need to keep challenging the system and that’s why its bottom 
up. For example, I was told I was not allowed to use Edmodo™ because of an 
issue we had, then I sat in the staffroom and made sure I told everyone about 
this new learning tool that I was using. Good practice is like a virus; as soon as 
you tell someone ‘look what I’m doing’ - it works. (Mary) 
 
Daniel responds:  
Don’t you think it would be easier if I as the principal said: ‘Let’s do PBL 
[problem-based learning]’ and I encourage you to do it? Then I walk into the 
classroom next door and say ‘Gee, it’s a noisy classroom. How good is this?’, 
because I can see what the kids are doing. I can sit down, see the children 
discussing, scaffolding each other’s learning, co-constructing knowledge and I 
say ‘How good is this?’ Compared to someone walking in saying ‘Geez, that’s a 
noisy classroom what are they doing?’ … that would make your life easier and 
you’re not always arguing a point all the time and having to advocate. (Daniel) 
 
In the exchange above Daniel appears to object to Mary’s autonomy. His sentiments 
reveal that he believes it is the principal who has great influence over school culture 
and teaching practice and that cultural transformation is strongly influenced from 
the top–down. Bob offered little, while Michael and Linda not at all throughout this 
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exchange. Reasons for this could be hypothesized that Bob, Michael, and Linda who 
have a history of working in environments that have not encouraged them to be 
leaders, or provided them with the opportunities to engage in building leadership 
skills, did not feel that they had the experience to be able to contribute to the 
exchange between Mary and Daniel. Bob’s contributing comment: “People anoint 
themselves as experts and then they feel the need to castigate you because you do it 
differently to them, and that’s always the ongoing challenge” suggests that perhaps 
he has tried to do things differently before and colleagues have been critical. It is this 
traditional educational paradigm that discourages teachers from drawing attention 
to themselves; fearing the reactions of their colleagues they do not want to be 
singled out of the group (Danielson, 2007).  
 
It is also worth noting that many of Daniel’s comments throughout the discussion on 
changing school culture strongly support a top-down approach to transformation. He 
identifies the school principal as the primary agent of change or “gatekeeper”. An 
extract from Daniel’s comments below demonstrates his belief that leadership is 
central to cultural and systemic change: 
 
When I read about cultural transformation [in the phenomenological text] you 
probably need to add an extra area on leadership and importance of leadership. 
Bob could be advocating that and I can say ‘Yes, Bob, you can go ahead’ and 
then Michael doesn’t agree. There will be a whole lot of people white anting to 
bring you down. (Daniel) 
 
Cultural transformation that rests on a leadership structure that taps into everyone’s 
talents within the school community, especially the teachers, is more transformative 
than one that utilises only top-down structures. Katzenmeyer & Moller (2009) 
identify that there cannot be significant progress within an educational system in 
which hierarchical control separates school principals from teachers. Leadership 
must be “embedded in the school community as a whole” (Lambert, 1998, p. 5).  
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However, it should be noted that whilst Daniel appeared to openly subscribed to a 
traditional top-down leadership approach, some of his actions and contributions 
contradicted this view suggesting that his beliefs were not as embedded as originally 
thought or contained more complex layers. The extract below demonstrates a 
leadership style exercised by Daniel that is contextual, socially constructed and 
culturally sensitive:  
 
I think it’s all based on context, that is, if I was walking into a school I would say 
this is what we need to do. Run the workshop grab a few teachers and get them 
together and talk about how we will go about doing it. I haven’t got time to say 
‘Look we’ll do this, but you take ownership for it’. But at the same time with the 
school I’m in now where I can walk in tomorrow, where I can say to my teachers 
‘Have a look at this and tell me what you think’. Some teachers will come back 
and say ‘This is great, Daniel, we could do this, this and this’. And I think that’s 
where the whole notion of leadership comes in, but it’s about the context of 
learning and unless you’ve got that context or you’re prepared to change that 
context it makes it really difficult to implement. That’s why any other pedagogy 
or philosophy or underpinning is difficult and that’s half the challenge. (Daniel) 
 
This example, similarly to when the parents approached him to consider altering the 
school’s operational hours, required the generation of ideas in partnership with the 
parent body and teaching community. Daniel required the community to reflect 
upon and make sense of the ideas and suggestions in light of the community’s shared 
beliefs. He gave them the control of creating appropriate actions that reflected the 
new and established understandings (Harris, 2003). Using the energy of all involved 
as agents of change enabled transformation to be fully realised. 
 
8B.5 Theme 3 - The role of community in Slow  
 
In response to the opening question that required participants identify aspects of 
Slow, from the prepared text, that resonated with them, Linda responded with the 
following statement: 
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The community aspect was important, a chance to keep the ethnicity, 
authenticity and the regional connection. (Linda) 
 
Linda identifies here that for her, the concept that community is integral to the 
concept of Slow – retaining as much of the authentic local elements. Michael 
elaborates further and suggests that community helps broaden one’s perspective, 
foster a sense of connectedness to others and helps increase awareness for the 
consequences one’s choices and actions can have on others:   
 
On that sort of note there was a point [in the text] saying when kids have ideas 
they need to be hashed out with all of the other people in the community to test 
those ideas. And it moves them really past personal ownership of the ideas and 
makes it less about personalities. (Michael) 
 
The following extracts offer the context of community along with the elements each 
participant identified as important. Linda began by raising the notion that community 
was not just inside a classroom or school but also outside of the physical school 
space:  
  
The notion of community came through really strongly … It was quite important 
that it was outside the classroom as well as inside, and even outside the school 
as well as inside. (Linda) 
 
Daniel agreed with Linda and commented on the richness and diversity of his school 
community as he identifies its immediate members while recognizing those that 
contribute exist and are impacted upon by the school beyond the physical school 
boundaries:  
 
Community for us includes bus companies, shopping centres, the local police, 
librarians, and the general manager of the local shopping centre because they’re 
going to see a lot of kids at 1.15, they’re our kids and they have permission to 
finish school. (Daniel) 
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Interestingly, Bob thinks well beyond the immediate physical area of a school when 
he identifies Slow with Australian indigenous communities in the following excerpt: 
 
I would argue that out west in Aboriginal communities they already use a Slow 
philosophy because they already have over 50% of the curriculum is [sic.] done 
with the elders. (Bob) 
 
Bob demonstrated recognition of connectedness to community elders as the core of 
education in indigenous communities. However, it is worth noting that Aboriginal 
communities are hierarchical structures, and elders are often viewed respectfully 
and with great authority.  
 
The following excerpts reveal the process involved in developing communities as 
agents of change. Bob identifies that communities are about meeting the needs of 
the community and ensuring that students are equipped when they leave: 
 
Community is not just inward its outward. It’s about schools saying we are doing 
this because we don’t want to cover every single dot-point in the syllabus, 
covering things they don’t care about, but spend more time on things they do 
care about. (Bob) 
 
Daniel reinforces Bob’s belief that communities should serve the needs of their 
members. In the following extract Daniel described the community involvement in 
changing the operational hours of his school:  
 
What is my community? Who is the community? You can’t just go bang! It’s all 
about context … That could be a real issue and we can’t change it overnight, it 
could take 12 -14 months to go through a process, that’s how long it took to 
consult with parents about the time change … There’s that element about 
working with communities in making change, I work on the principle of ten 
percent, you have to think about education and I had to focus on that. We were 
doing this not because of your sleep hours [parents] but because of the kids and 
their learning. It’s got nothing to do with your quality of life, I don’t care 
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whether you sleep in, or you don’t get enough sleep or whatever, it’s about the 
kids and their learning - and sometimes we forget that. (Daniel) 
 
The above excerpts from Bob and Daniel, demonstrate that the creation and 
maintenance of a shared vision needs to be balanced across the following factors: 
open-channels of communication; time; and expressive, well-informed individuals 
open to the co-construction of new knowledge and ideas. The balance appears to be 
constantly kept in check through a prioritisation of the needs of all learners with the 
community.   
 
8B.5.1 Technologically connected communities  
 
In response to the question: how do you feel Slow might impact on education, 
specifically an ICT-rich education? A wide range of interrelated responses around 
technology was elicited. Mary found two key uses for technology. First, she 
considered it to be a valuable asset in overcoming structural barriers. Second, she 
believed that technology enabled her to establish connected communities within her 
classroom. These two features of technology are identified in the following extract: 
 
There is so much outside of the classroom with Moodle™, Edmodo™, LMS 
[Learning Management System], whatever you’re using. Communication 
through a newsletter is an opportunity to integrate and bring in the community 
element into what you are doing. I think you’re definitely right, but if you want 
to make this work, yes there are barriers but the use of technology can help. 
(Mary) 
 
I asked Mary if she felt that online communities offered opportunities to develop 
personal relationships and communities. Mary went on to state: 
 
Absolutely, it extends beyond the classroom and class time. I know if I’m pushed 
for time I can publish stuff later and have discussions in an online forum. (Mary) 
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Rather than directly answer the question, Mary commented on the way in which the 
ICT tools she mentioned in the previous quote would enable her to continue class 
learning and discussion beyond the school day. The participants, in agreement with 
Mary, engaged in the following discussion affirming ICT as a tool for learning, whose 
potential can be harnessed in order to broaden the horizons of learning and 
eliminate the physical boundaries of the classroom: 
 
You also get a broader perspective because kids will go and find all sorts of 
things, things you haven’t thought of and share different ideas later that they 
wouldn’t have come up with in class time. (Mary) 
 
It’s that notion that Valerie Henning in an innovation unit talks about schools as 
base camp. Not all learning happens in schools. School is one place where kids 
learn, but there are all these other avenues where kids are accessing 
information and self-directing learning and that’s where I think Slow comes in, 
it’s an opportunity where kids can go off and find other types of learning, but 
also operate at their own pace and level. We have kids accessing Khan and they 
can get the lesson on their computer, take their time with it, they can replay it. 
(Daniel) 
 
So, you’re saying web 2.0 has made this possible in our structured environment? 
(Linda) 
 
I think so, web 2.0 has given us the tools where kids can communicate with each 
other and what I liked about Slow is the whole notion of collaboration and 
having that real understanding of what collaboration means; where kids can 
learn from each other now, and self-reflect with each other, and pick-up 
knowledge, and build on it. When you receive tasks and information from 
teachers it makes them the knowledge base. (Daniel) 
 
The above views demonstrate that according to these participants, technology 
provides a medium that does not restrict interaction to traditional boundaries of 
time and space. Instead, it can be used to empower learners to pursue their own 
research interests while fostering a sense of communication and collaboration.  
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8B.5.2 Communication 
 
First, communication may be central to community, yet a community does not need 
to be central to communication. Communication can occur between individuals 
online without considering the other people to be members of one’s own community 
(Foster, 1997). For example, “communication through a newsletter” implies one-way 
transmission that may promote the class’ identity to the wider community, but 
would not contribute to its growth and development unless feedback from readers 
created two-way communication. Nonetheless, where communication is two-way a 
community is more likely to develop. Walls (1993) describes solidarity as an 
imperative among all community members; such solidarity could emerge from a 
discussion in an online forum, as long as “mutual commitment, mutual involvement, 
mutual responsibility and mutual respect” (p. 156) between class members and 
other participants was nurtured and encouraged.  
 
Second, whilst individual research and personal fields of interests can be pursued 
using technology, when information is easily retrieved and shared it is necessary to 
ensure perspectives are not limited. Tsai & Kim (2012) found that “calm and open-
minded extroverts use more diverse sources than nervous and close-minded 
introverts” (p. 3) when pursing research tasks.  Thus, the flow of information and 
shared identity can be shaped, broadened or narrowed, through being in 
community.  
 
Third, it is worth noting that community is linked directly to Daniel’s “notion of 
collaboration; where kids can learn from each other, self-reflect with each other and 
pick-up knowledge and build on it” (Daniel – focus group discussion). This belief 
embodies the tenets of community and Dewey’s (1954, 1989) view of education as a 
social rather than individualistic process, recognizing children’s interpersonal needs 
and the importance of collaborative activities for experiential learning.   
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8B.5.2.1    Challenges in developing community 
 
In addition to the recognition of the statements contributed above by Daniel, Linda 
and Michael noted above, section 8B.5.2, it was found that there are both internal 
system structures and external demographic and social structures that also 
contribute to the formation and development of a community.  
 
Analysis of the focus group data identified that whilst participants viewed technology 
as a vital tool in developing and nurturing relationships and communities, they 
recognised that system limitations and the artificial technological networks within 
which schools operate can make relationship development a challenge. This is 
illuminated in the following discussion where Bob explores the difficulty of school 
system policies with regard to Facebook (which is currently a blocked site) and the 
restrictions regarding email accounts:    
 
We have so many filters that block home communication. So if we’re going to 
the home environment, communication between school and the real world are 
blocked by our filter, for example, Facebook. And the only email we can access is 
a government provided email. Why can’t students use their personal email? 
We’ve even got this structure barrier that says you can’t connect with homes. I 
don’t mind Edmodo™ but kids love Facebook, they’ve already got accounts. So 
why do we force them to login to Edmodo™? Edmodo™ only exists because 
Facebook is disallowed from so many schools. Even Google docs is blocked. 
(Bob)  
 
So everything is blocked? So how do you connect with people who are in the 
community, how do you get feedback from people? (Mary) 
 
We don’t, or we do it outside the school. (Bob) 
 
It is worth noting that Daniel expressed agreement with Bob acknowledging the 
highly bound technological network operating in NSW Department of Education and 
Community (DEC) schools, and the difficulty this posed with establishing connections 
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outside the school community. At the time of data collection, it was noted that NSW 
DEC had partnered with Google to provide all state schools and teachers with access 
to Google apps: Google docs, sites, groups and contacts (NSW Government: 
Education and Communities, 2012). However, there has only been mention of the 
establishment of student and staff portals, and as yet provision of access by parents 
and members of the wider community has been omitted. So even within the 
partnership and expansion of the network, schools may still not be able to reach 
communities. 
 
In addition to the constraints of the network and technological infrastructure, 
participants identified that the level of co-operation and involvement from 
communities was frequently determined by local demographic and social structures. 
This view is expressed by Daniel in the following extract when he compares his 
school with schools on Sydney’s North Shore – an area that houses families of middle 
class with very high expectations of schools: 
 
In my community I can do pretty much whatever with the kids because our 
parents are refugees - generally they appreciate everything the school does. If I 
was in the North Shore and I said I’m getting rid of desks [in classrooms] and 
putting in ottomans I can just imagine some parents coming up [to the school]. 
I’ve heard people from [with]in the Department [of Education and Communities] 
sharing stories about parents coming up saying ‘Do you think it’s wise children 
are sitting on ottomans, who is going to be liable?’ (Daniel) 
 
Michael, had experienced similar difficulties like Daniel’s North Shore counterparts. 
He expressed discontentment with what he believed was the public perception of 
the teaching profession and the way in which, in his experience, members of the 
parent body questioned school-based decisions: 
   
We’ve had parents who are involved in the ergonomic design of chairs come up 
and writing these massive complaints about what the kids are sitting on. 
(Michael) 
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Linda expanded the discussion and raised how parents in certain areas of Sydney 
may view the notion of Slow: 
 
I also suspect that on the North Shore Slow equals laziness. These parents are 
lawyers and barristers. (Linda) 
 
That is, it seems that there are broader issues interplaying with building strong, 
democratic communities at both school and community level. Daniel, Michael and 
Linda suggest that demographics, parent education and profession as factors that 
may influence the establishment of communities. The net result of these factors 
could have a negative impact on other aspects of community especially opportunity 
afforded the learner. 
 
8B.6 Theme 4 - Pedagogical qualities of Slow  
 
Participants were asked what they believed Slow would look like, as pedagogy, in 
their own classroom. When analysed, the responses yielded five main themes that 
appeared across all participants’ contributions. The representatives of these themes 
were examined in two ways: the frequency of the main statements in the transcripts 
and elements found that could be addressed under each theme. The themes formed 
are discussed below.  
 
8B.6.1 Humanistic 
 
This category emerged from a discussion with Mary about being reprimanded for 
allowing students to eat in her class. Acknowledging wider issues like applying a 
humanistic perspective is central to Slow. This is reflected in the exchange between 
Mary and Bob:  
 
I get in trouble all of the time from other teachers because I let students eat in 
class. First thing I say is they’re hungry, why aren’t they allowed to? (Mary) 
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What you are doing is Maslow, satisfying those basic human needs. Yes we do 
have content and curriculum but it’s what we see so much in low SES 
communities and refugee rich communities that we neglect Maslow. We don’t 
care about their needs. I have a dot point to teach, I’ve got 40 minutes to teach 
it, I’ve got ten lessons, it’s a ten week term and I don’t care. What Slow does is it 
highlights they’re human and they have needs, and to meet their needs is 
ensuring they feel safe. (Bob) 
 
The dialogue above reflects the view that educators should form an alliance with the 
natural forces conducive to the fulfillment of life (Maslow, 1954). Bateman and Snell 
(1999) concur, and state fulfillment of basic needs is a “force that energises, directs 
and sustains a person’s effort towards the achievement of goals” (p. 440). Thus, in 
order to facilitate the students’ fulfillment of their potential, and help them “to be 
that self which one truly is” (Rogers, 1961, p. 116) participants argue that we too 
must focus on fulfilling basic needs, for example, satisfying students’ hunger needs.  
 
A pressure teachers face in the Fast education model is that learners’ needs are often 
neglected in favour of meeting syllabus outcomes, content and assessment 
requirements. The lack of social recognition and value will certainly have implications 
on student motivation and willingness to work towards fulfilling potential goals. This 
view is consistent with the call from Zigler and Finn-Stevenson (2007) that in order to 
improve learning outcomes, educators must address not only cognition and 
academics, but other developmental pathways (e.g. physical and mental health, 
social-emotional behaviors). The following extracts confirm this perspective of 
teachers valuing the whole person in the pedagogy of Slow:  
 
Mutual respect for them as a person and what they actually want to learn, and 
what they want to do must be an important part of what you want to do. (Mary)  
 
We need to be mindful that Slow is about reaching out, knowing and connecting 
with the whole child. (Linda) 
 
 
272  
8B.6.2 Local 
 
Participants began conversing about the importance of Slow in education, drawing 
upon local beliefs, culture and value. The analysis found that participants identified 
the value of the local context, as reflected in the following extracts. In the first 
extract, Daniel comments on recent changes in the NSW Department of Education 
and Communities’ leadership role where principals will be given greater autonomy in 
contextualizing the syllabus. He notes:   
 
There’s no point in me developing curriculum or [a] scope and sequence and 
then a school in Goondiwindi picks it up because their context is totally different 
from our school needs. A classic example would be quite often in kindergarten 
we do a lot of work on farms and with farm animals; we look at the life cycle of 
animals and case studies, so if you went to Narrabri or Gunnedah you wouldn’t 
need to do that because the kids come from farming communities and why 
would you want to teach kids things they already know? Hence, the 
empowerment of principals in schools in the next few years … will enable [them] 
to make those decisions … Now we don’t … the traditional methods mean we 
take the syllabus, develop a scope and sequence and identify what we’re going 
to teach this year and we tie and lock ourselves in to the content, skills and 
outcomes without thinking about learners. (Daniel) 
 
One school should not be a cookie cutter for another school. It should be based 
on your community. (Mary)  
 
Linda elaborates further and suggests that we may be in greater danger of losing “the 
regional connection” if the Australian Curriculum is utilised as a generic curriculum 
document in a specific context: 
 
If the Australian Curriculum is not read correctly we could lose some of that to a 
generic curriculum. I was in the Northern Territory when they were pushing the 
Australian Curriculum through and they were terrified that they would have to 
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take on this urban education system that for the average Northern Territory 
student was totally irrelevant and not in any way appropriate. (Linda) 
 
The extracts above show that participants were cognizant of the potential impact 
and importance of the local context to school communities and students. Exploring 
such connectedness is a key principle of the Slow Food philosophy, where eating is 
seen “as an agricultural act” (Petrini, Bogliotti, Rava and Scaffidi, 2012, p. 18). In this 
way learning, that embraces the local, should be viewed holistically, as a worldly act. 
In Slow Food this involves becoming “farmers deep inside” (Petrini, Bogliotti, Rava 
and Scaffidi, 2012, p. 18); informed about how food is produced and actively 
supporting those who produce it, in order to become a part and partner in the 
production process (Portinari, 1989). In education this involves fostering 
consciousness and self-awareness about cultural beliefs and values of the local 
context.    
 
8B.6.3 Authentic 
 
Engaging in meaningful and authentic experiences is a necessary and valuable 
component of the philosophy of Slow, and it was not surprising to see the theme of 
authentic practice emerge as a dominant theme during discussions.  
 
Within the context of authenticity participants identified three sub-themes: a) 
embedding content meaningfully for current context b) creating educational 
experiences that mimic real audience needs; and c) creating educational experiences 
that are authentically structured. Each of these will be discussed with sample quotes 
from the focus group to demonstrate their distinctiveness and importance as a 
theme.   
 
The call for an interdisciplinary approach in terms of the natural integration of 
curriculum content and its elements are a feature of the following extracts. First, 
Daniel explains that while life contains different segments each flows naturally onto 
the other without a sense of changing curriculum: 
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See, in life we don’t operate on a set curriculum; at 7am I will operate in TV 
mode, then I will operate in breakfast mode, then at 8am I will operate in 
English mode and 9am I operate in Maths mode. There is an element in here 
talking about multi-dimensional learning and there is relevance there in terms of 
how we operate in life, we don’t segregate. We’ve got to this stage where we 
segregate our curriculum. (Daniel) 
 
Then, second, Mary explains how she created an interdisciplinary moment by 
working alongside the Maths teacher in her Textiles class:  
 
I told a Maths teacher once that we were doing felting that lesson and we were 
looking at the percentage of shrinkage of felt after washing. So she decided to 
come into the class and teach the students the mathematical concept of 
calculating the percentage of shrinkage. (Mary) 
 
The responses above demonstrate a view of education as meaningful, life 
experiences. Rich learning experiences, Hurst (2011) claims, allow students to see the 
relevance of the content to real-life. Immersing students in such experiences enables 
deep understanding of subject matter that is relevant and purposeful (Zevenbergen, 
Walsh & Niesche, 2009). Real life problems rarely draw solutions from within one 
delineated subject area, Gardner (2011) claims: “nearly all problems faced by the 
world today require input from more than one discipline, and those individuals who 
participate in such problem-solving endeavors need to acquire minds that are 
comfortable in interdisciplinary settings” (p.17). Therefore, for an experience to be 
truly authentic it must be interdisciplinary, drawing upon a variety of key subject 
learning areas with little regard for curriculum boundaries. Furthermore, Fixson 
(2009) argues that innovation incorporates activities from multiple disciplines and 
must be taught in an interdisciplinary setting with a strong experiential emphasis.    
 
Bob expressed agreement with Mary and offered further insight into the need for 
experiential learning where understanding is gained from evolving reactions and 
interactions and through immersion in context. He said: 
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If we look at private enterprise and what they do in the real world, let’s just say I 
was building a new Sydney Harbour Bridge. We don’t suddenly get to one point 
and say ‘We’ve got to build a foundation’, but the concrete is not set ‘Who 
cares? Let’s work on the next layer up’. If the foundation is not set, we actually 
need to wait for it to set before we can lay the foundation. So, we do need to 
think about the world we are preparing our kids for; projects yes, they need to 
run to a timeline, yes the project manager said by week ten the foundation 
would be laid, the project manager would not say “stuff it, let’s build a bridge 
and see what happens, they’ve got it wrong”. The project manager would 
ensure that they wait for the concrete to properly cure. That’s the disconnect 
between what happens in schools and in reality. Reality runs to a timeline that is 
concrete, but our reality is we run to a ten-week schedule. (Bob) 
 
Bob claims that in schools, the artificial time constraints do not mimic the real world. 
He identifies that learning should be conceived as fundamentally constitutive of the 
contextual particularities in which it is nested. Hung, Chee, Hedberg and Thiam Seng 
(2005) emphasise that knowing and context are irreducible and co-constituted, and 
within such contexts cognition and context are always coevolving.  Thus, authenticity 
must be present “within the context and emergent with respect to the co-
construction efforts between persons and tasks” (p. 163). This demonstrates the 
importance of the sub-theme creating educational experiences that mimic real 
audience needs. 
Together, this theme, and its elements are encapsulated in the following real-life 
school experiences that are shared by the participants. First, Daniel talks about a 
class within his school: 
That’s twenty-first century learning. It’s about authentic[sic.], not let’s pretend 
hypothetical – it’s the real thing. But it’s only an authentic problem if there’s a 
real audience. For example, one of our classes right now are re-designing a park 
and they’re using Minecraft. They’re designing it: the costing, the architecture, 
and the audience is the council. They are creating a package, will go down and 
present it to say here we’ve redesigned this park, here are the costings and here 
are people that can do it. (Daniel) 
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Then, Ben shares his knowledge of a school in a regional metropolitan area two 
hours north of Sydney: 
 
There is a primary school in the middle of Newcastle and they had a vegie patch 
but they actually take their vegies into a restaurant in town. They pick them and 
actually transport them and it’s only a few hundred meters but the restaurant 
actually uses the vegies to cook a special meal. (Bob) 
 
In the extracts above, both authenticity and working within the context emerge from 
within the co-evolutionary processes between the practitioners and the learners. Each 
example demonstrates students collaborating with members of the local community 
to produce materials in order to fulfill a specific need. When students are engaged in 
meeting authentic needs the learning becomes personalised and is more likely to be of 
greater value to the learner.  
 
Furthermore, the amount of autonomy a learner is encouraged to exercise in learning 
experiences can significantly impact learners’ intrinsic motivation; such choices make 
the learning personalised and significant to the learner (Scott, 2010). Daniel illuminates 
in the extract below his beliefs about the impact the current school structure has on 
students’ intrinsic motivation: 
 
The way I look at it, in a high school setting if I was really focused on a project 
and loved to knit and I’m really getting into it and the bell goes, you say pack up, 
get out of here, my schema is activated, I’m raring to go, I’ve been cut off and 
then I walk into English and I’m not really into Macbeth right now I’m still 
focused on knitting 101. My mind is there and now I’m disengaged with English. 
(Daniel) 
 
The intrinsic motivation is lost, Daniel claims, due to the arbitrary nature of a school 
timetable. Bob expressed agreement by suggesting that students should be provided 
with the opportunity to engage with subjects they find relevant. However, in Bob’s 
vision, which is provided in the three excerpts below, he describes students 
undertaking tasks in which they demonstrate aptitude, over enjoyment: 
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What is wrong with one KLA [Key Learning Area]? Why do we need to learn 
Macbeth? In our community we have lots of refugees, kids whose primary 
concern is survival yet they have to sit in a classroom for 100 minutes and listen 
about Macbeth. They can’t even spell Macbeth. This is where we need to go 
back and say, why can’t they?  
 
Go back into history, you specialise; students as young as four or six specialised 
and they went to work out of college. So why can’t you, if you show aptitude for 
textiles or the manual arts, PE or English, why can’t you specialise? What’s 
stopping me from learning how to write? Why do I have to learn to read and 
write by reading Macbeth? But that is[sic.] very socially challenging argument, 
because I’m here, because I learnt Macbeth and I can stand up and say it. I’m 
part of the social elite because I learnt Macbeth and I can read Macbeth and 
most of the educated are where they are because they read about Macbeth, 
they learned about Maths. … At the moment we are dealing with a student who 
has come back to high school and he has spent two years as a mechanic in Iran. 
Who are we to teach this kid about Macbeth? 
 
If he has already shown aptitude as a mechanic he is probably a better mechanic 
than half the teachers because we don’t have mechanical expertise.  
 
Rather than teach them Macbeth, teach them the basics of how to write an 
invoice, how to write a report on engine issues. I guess you could teach those 
skills. (Bob) 
 
The above excerpts represent a view of education that existed in Australia during the 
1950s - pre-Wyndham era. During this time students could choose to undertake 
vocationally oriented streams in order to obtain work to support themselves and their 
families. This approach to education was not deemed socially inclusive, as the 
academic curriculum appeared to be prescribed for the elite while the vocational 
program was available for the majority. Bob’s call for a vocationally oriented education 
to enhance social equality is an interesting perspective given that vocational education 
has always been viewed as a mechanism for social exclusion (Arum & Shavit, 1995) and 
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the school systems since the 1950s have been working to provide all students with all 
facets of the academic curriculum.   
 
It is also commonly accepted that ICT has changed how we work, live and learn. 
Students’ attitudes and aptitudes have been shaped by ICT-rich environments; where 
it was once common for students to enter a vocation for life, it is now commonplace 
for students to have multiple careers in their lifetime (Oblinger, 2004). Daniel’s 
comment appears to concur with the views of Oblinger when he comments on the 
changing nature of teacher pedagogy for today’s learner: 
 
What has changed is smart phones and accessing knowledge and accessibility. 
We didn’t have that in the Wyndham era, teachers were still knowledge based. 
I’m the teacher I know what’s going on and [but] now kids can check your 
sources, [Linda interjects: Just-in-time learning] they can learn from each other, 
they can communicate. (Daniel) 
 
Daniel’s view of the place of ICT in schools is supported by an increasing number of 
advocates who identify with ICT as an important tool in engaging and promoting active 
learning, critical thinking skills, knowledge construction, collaboration and effective use 
and access of information (Ellis, Heppell, Kirriemuir, Krotoski & McFarlane, 2006). It is 
claimed that these are transferable skills that students will need throughout their 
academic and professional careers so that they will be able to access them on an ‘as 
needed’ basis according to their own contexts and needs. The notion of independent 
and individualized learning within a Slow pedagogy is explored by Daniel:  
 
In the context of Slow, there’s an understanding that comes back to the 
underlying notion that not every student has to be operating at the same level 
and doing the same task, and learning the same thing, all at the same time. The 
notion of differentiation comes into it now and that part, I think, is really 
important, the part that acknowledges that kids operate at different levels all 
the time in classrooms. [In] the traditional classroom they all tend to do the 
same thing, this leaves some students disengaged – half the class is interested, 
the other half is not and they’re cut out. (Daniel) 
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In summary, and in light of Daniel’s claim, participants spoke about the need for 
individual experiences that are meaningful, meeting real needs and are structured 
according to authentic situations; and experiences where the students draw on 
information and skills as they need them – just-in-time – using an interdisciplinary 
approach. Finally, participants spoke of educational experiences that, due to their 
authenticity contained intrinsic reward from being totally engaged and immersed.  
 
As Bob identifies, “it doesn’t work to entice them to learn, it has to be authentic. Slow 
is authentic.” This appears to be his reference to the need for students to be 
intrinsically motivated as confirmed by Deci and Ryan (1985) who note that students 
must choose to do the activity, and then undertake the activity for its own sake, rather 
than for extrinsic reasons.  
 
8B.6.4 Process versus product 
 
The participants did raise the issue of ‘process’ in education. However, their lack of 
attention to this vital factor in Slow is confirmed in the limited number of responses 
contributed.  When ‘process’ was commented upon it was limited to discussion about 
the practical experiences of subjects such as the Technological and Applied Studies 
(TAS) subjects of industrial arts and woodwork. This could be due to the recognition 
that TAS subjects as traditionally underpinned by problem-based learning, where the 
process is regarded as important as the product. Mary, in the following excerpt, 
identifies the importance of processes with TAS classes due to the way in which 
students work to solve the big problem by completing small sections along the way: 
 
It’s about the process. That’s why I see a lot of similarities between TAS and 
Slow because students are working together on small parts. You have to give a 
lot of love for every small step along the way and understand the bigger picture. 
I would see it [Slow] being appropriate to project-based work, but what other 
forms can it take? (Mary)  
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Despite Mary’s view of process it appears that completion and assessment of a final 
product or task still permeates our educational system structures. Measuring the 
reproduction of knowledge still resides within current teaching practice resulting in an 
emphasis on assessment and a focus on the final product. In the following quote from 
Daniel it seems that he sees the difficulty of assimilating Slow into the current 
educational system while Mary, in the following excerpt, acknowledges that for her 
task completion is very important:   
 
The one thing about setting this up in the class context is that I turn around to 
Bob and say it’s assessment time and I need to write reports – “show me your 
data.” Bob says I’ve been working on a Slow philosophy and our kids aren’t quite 
ready for it, they’ve been taking their time. (Daniel) 
 
It’s not OK to not finish a project, because I like to see a project to completion. 
(Mary) 
 
Finding a way to work with assessment without losing sight of process will be critical. 
Dochy and Moerkerke (1997) remind us that lifelong learning, reflective thinking, being 
critical, the capacity to evaluate oneself, and problem-solving are not compatible with 
the more traditional assessment methods such as testing, and Slow. Hence, a Slow 
pedagogy will need to enable assessment within the authentic process of learning.  
 
The emphasis on process, in comments from participants, also recognised the 
importance of the skill of mastery and development of foundation skills in Slow-
based education. Mary declared that “they [students] need to learn how they best 
learn” suggesting that teachers must ensure students are given the opportunities to 
develop requisite skills in the first place. The success of students progressing 
smoothly through the learning process and building each successive layer on a 
previous layer was identified by participants as resting on development of basic skills 
or fluent prerequisite skills and knowledge as seen in the following excerpts. The first 
comment, from Bob, refers to Michael’s earlier contribution where he described his 
281  
class’ accomplished skill in blogging and the effect on the success of reflections about 
their school trip to the zoo:  
 
Because they [Michael’s students] knew how to blog - upside down, inside out, 
they could blog in their sleep - they turned up to the zoo, and because that skill 
was mastered to a really high level, we watched them move from each exhibit 
because they kept uploading posts … Part of this is Slow pedagogy, it’s not just 
Slow learning where it takes on extra time, it has a deep philosophy, its mastery 
over time more than just an observer of learning. (Bob) 
 
Daniel agrees with Bob’s comment when he asserts that skills associated with a 
particular learning strategy must be taught and understood first: 
 
It’s like saying to kindergarten: ‘Go do PBL’ and they go ‘What?’ You still have to 
model skills of PBL for kids to be able to do that, they just can’t pick it up and run 
with it and so it’s not osmosis. (Daniel) 
 
Bob and Daniel’s comments concur with the idea of “automaticity” identified by 
Bloom (1986), who determined that fluency in foundation skills frees attention for 
application, creativity, and problem-solving. During Michael’s excursion to the zoo, 
the students’ mastery of the blogging application, according to Michael’s earlier 
description of the students’ posts enabled them to share, communicate, comprehend, 
enjoy and truly immerse themselves in the experiences at the zoo. Michael’s zoo 
excursion suggests that fluency in basic skills can free up attention for higher order 
applications, rather than being overloaded and consumed with the mechanics. His 
students were able to prioritise reflection and communicating reflection over the 
challenge of writing blogs enabling a focus on another vital component of Slow.  
 
8B.6.5 Reflection 
 
The analysis of the focus group discussion identified reflection as the key image of 
process-based pedagogy. Participants acknowledged that reflection was an important 
characteristic from the perspective of both the teacher and learner. Two participants 
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believed that teachers, in particular, must not only reflect on success but also reflect 
on unsuccessful experiences within teaching to learn and grow. In the following 
quote, Bob contrasts Fast with Slow with regard to reflection which he sees is an 
imperative for educators: 
 
That’s what Fast does not enable. It doesn’t enable reflection… Where the 
philosophy of Slow enables the process of reflection … I would much rather 
compare a good lesson and a bad lesson – well I did this and that didn’t work, 
that tells me more about the teacher. (Bob) 
 
And Daniel adds: 
 
A precursor to change is actually a disaster … we need to be encouraging of 
failure in the sense that we can just use it as a learning tool. (Daniel) 
 
While Mary, after expressing agreement with Daniel and Bob, also offered 
insight into the way that reflection is also an important part of the learning 
process for students: 
 
My favourite bit was when the students actually stopped and talked to people 
and listened to what they were saying and that regardless of the model we 
always need to stop, reflect, evaluate before you move forward, before you 
move on.  
 
You ask students to evaluate the unit: ‘What did you like best?’ ‘What was your 
favourite lesson?’ ‘What was your a-ha moment?’ And when you close that unit 
of work and move on to the next one, ‘What are you going to take from this to 
the next?’ (Mary) 
 
These findings are indicative of the participants’ recognition of the issues associated 
with becoming a reflective practitioner. The emphasis on reflection in the practice of 
teaching and learning is consistent with the findings of Dewey (1933/1986) and of 
Shulman and Colbert (1989) who state, “who can learn from their own experience? 
Reflection requires that a teacher be able to look back on his or her own teaching 
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and its consequence” (p. 44). Whilst it is acknowledged that reflection with a focus 
on retrospective reflection will more than likely perform an anticipatory function 
(Conway, 2001) the retrospective reflection of looking backwards in time goes 
against the ideology of Slow: progressive and future focused. That is, in the current 
analysis, if educators and learners are constantly looking to the past they may not be 
able to overcome the short-horizon perspectives of change and explore reflections 
that may be helpful for thinking, understanding and acting responsibly over long 
periods of time. 
 
8B.7 Conclusion 
 
This phase of the research was designed to explore education and what it might be 
like to contextualise Slow in a variety of educational settings. The process facilitated 
by a group discussion is as important as the outcomes it produced, as it follows the 
uniqueness of each participant’s journeys into the question and possibility of Slow-
based education. The purpose of documenting and reporting each educator’s vision 
of Slow in education was not to take each journey and create a generic model, but 
rather to provide insight into the conversation that ensued between the educators 
and myself that evening. The stories and experiences that emerged during that 
fleeting moment when our lives intersected are as unique as each individual. If one, 
two or all of the participants were replaced the conversation would not have been 
identical to the one that unfolded. However, it is still a valuable source of insight and 
food for thought, and need not be treated as representative of what any group of 
educators might say.  
 
The participants were asked what Fast in education means, how they saw it 
impacting on their own pedagogy, and what they saw as the outcomes of this 
impact. They were also asked about the possibility of Slow, and how they felt such 
pedagogy might impact on education, specifically ICT-rich education. The 
phenomenological nature of this research, as stated previously in the research 
design, requires participants’ contributions are left open and transparently conveyed 
to enable the reader the opportunity to explore and interpret the themes and 
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descriptions arising from the conversation and questions to enable application in 
his/her own context.  
 
In keeping with van Manen’s belief that phenomenological text must lead the reader 
to inquire and wonder through awakening the senses, as described in Chapter Four, 
Figure 5 is a visual representation of the participants’ contributions and how the 
focus group discussion progressed. The diagram is divided into two parts: Fast and 
Slow, to represent the two overarching discussions engaged in by the participants. To 
accurately represent the progression of the conversation, lines are used to represent 
the number of statements made by each participant who is assigned a unique colour. 
The position of each line indicates at what point each comment was contributed 
according to the sequential progression of the discussion. The line weight represents 
the number of mentions made by that participant on that particular topic. The three 
emergent themes: cultural transformation as an imperative to Slow, the role of 
community in Slow and the pedagogical qualities of Slow are represented by blue 
dashed circles, and also represent topics that had emerged from a review of the 
literature and from the first study in this project – interviews with proponents of 
Slow. For example, a thick, red line positioned in the first section of Slow that 
stretched a short distance from the word learning to the blue dashed circle Cultural 
transformation and out to principal-led show that a particular participant 
commented frequently about the way in which Slow would be heavily reliant on 
school leadership, in particular the school principal, to enact system-wide and 
cultural change.  
 
The linkage of these areas of discussion with the experiences reported by 
participants was not the key focus of this part of the study. The overarching purpose 
of this investigation was to explore research issue three: Slow as an approach to ICT-
rich education as a way to facilitate a shift from the dominant educational-
technological paradigm, to one which is more conducive to sustainability. The 
findings from the focus groups discussion in answer of this question will now be 
explored.  
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8B.7.1 Research Issue 
 
In this chapter, an image of Slow which places us in the world, rather than separates 
us from it is partly revealed. The following two excerpts focus on Slow as a means 
for treating students as people with needs that must be met. First Bob notes that 
“Slow highlights they’re [students] human and they have needs, and to meet their 
needs is ensuring they feel safe” (Bob), and then Linda claims that “Slow is about 
reaching out, knowing and connecting with the whole child” (Linda). Slow in 
education acknowledges every student as a whole person requiring connection with 
others and the provision of needs.  
 
An extension of this notion was also revealed in comments that identified that Slow 
educational experiences are about creating and revealing spiritual, emotional and 
intellectual relationships between teacher, learner and communities. The 
participants identified reciprocity in such relationships by claiming that Slow was 
about connecting with local communities, teachers and their peers. The 
connections fostered between learner and teacher moves the knowledge base 
away from teacher and/or school to other places. “Slow is about collaboration and 
having that real understanding of what collaboration means; where kids can learn 
from each other now and self-reflect with each other and pick-up knowledge and 
build on it” (Daniel), and Slow is “outside the classroom as well as inside, and even 
outside the school …” (Linda). Slow is about connectedness; it was considered 
important to ensure “ethnicity, authenticity and the regional connection” (Linda).   
 
Furthermore, participants acknowledged that the utilisation of technology in Slow 
education has the potential to strengthen connectedness, community and 
authenticity in learning. Technology encourages “a broader perspective because 
kids will go and find out all sorts of things, things you haven’t thought of and share 
different ideas later, that they wouldn’t have come up with in class time” (Michael) 
and “not all learning is happening in schools … kids are accessing information and 
self-direct learning … at their own pace and level” (Daniel). Use of technology in this 
way means moving beyond the self and being open to the ideas of others. This 
287 
 
process involves exploring values, and “moving them past personal ownership of 
ideas” (Michael), which in turn can lead to greater connectedness with the self, 
others and the world around them.  
 
The research process undertaken in Chapter Eight B provides a set of responses to 
the question “why Slow?” from the perspectives and experiences of a small group 
of educators. The five participants revealed that the experience of Slow involves the 
whole person; and helps students understand and value their connection to self, 
others and the world around them. Learning in Slow expands learning beyond set 
experiences or curriculum content into the learner’s life as a whole.  
 
The findings of the focus group discussion align with a number of Dewey’s ideas. As 
presented earlier Dewey argued that education “must be based upon experience – 
which is always the actual life experience of some individual” (1938/2007, p. 113). 
Hence, for Dewey, like the participants, quality educational experiences included 
both internal and external experiences, and that the intersection of the two 
involves challenging the ideals of the traditional school approach and followers of 
prescription and routines (La Boskey, 1994).  
 
The idea of the whole-person educative experience, resonating as it does with the 
work of Dewey and the other scholars explored through the thematic analysis 
(Chapter Six) and focus group discussion, only begins to answer the question “why 
Slow?” In the following chapter, I pursue this question further as I fuse the 
educational and philosophical findings. 
 
8B.8 The way forward  
 
Chapter Nine, which follows, takes the findings from Chapters Five, Six, Seven and 
Eight, comparing and contrasting them through praxis. This chapter examines the 
research findings in light of the educational and philosophical literature and offers a 
discussion of the key findings and implications, and concludes with recommendations 
for further research. 
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Chapter Nine 
 
The volume of education has increased and continues to increase, yet so do 
pollution, exhaustion of resources, and the dangers of ecological catastrophe. If still 
more education is to save us, it would have to be education of a different kind: an 
education that takes us into the depth of things.—E. F. Schumacher 
 
Towards the Long Now 
 
9.1 A summary of the research: An emerging vision of Slow ICT-rich education  
 
The thesis began by introducing two major topics: 1) the place of technology in 
education, 2) Slow as an approach to ICT-rich education to help orchestrate a 
recovery of self and the world from the ecological and social crisis. Through 
exploration of the research issues, outlined in Chapter One, contributions to both 
areas were presented through first, demonstration that current policy and 
educational discourse on ICT-rich education is privileging Fast knowledge and 
second, Slow technology-rich education holds the potential to engage in whole 
person learning for the long now.   
 
Throughout the three phases of this study, accounts of the lived experiences of a 
variety of participants were captured, in part to show how Slow can serve as an 
alternative approach to technology-rich education. The participants - whether 
advocates of Slow or educators - shared their personal stories and experiences via 
interview and focus group discussion. This research, with these participants, in the 
specific times and places in which it unfolded, allowed me to explore core ideas and 
issues at a manageably small scale and scope – but against a backdrop of the more 
general and universal ideas of philosophers such as Dewey and Heidegger. The 
exchanges and interactions with and between the participants, educational and 
philosophical ideas were understood as praxis, and produced an emerging vision of 
Slow, in the educational context.  
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In my attempt to capture the ontological approach to Slow in an ICT-rich 
educational context, rather than as a general theory, it became clear that a specific 
phenomenological analysis, such as this research study, would not yield an 
exhaustive and definitive description of qualities and experiences. The 
phenomenology of Slow developed in this inquiry shows that subtly different 
qualities emerged for different participants, which leaves the possibility that other 
qualities and themes may emerge in other times and contexts. The 
phenomenological approach to the research challenges the value and likelihood of 
successful attempts to define the qualities of a Slow, technology-rich experience in 
a general or universal way. There is no simple, universally applicable definition of 
Slow, nor a simple recipe for enacting it in education.  
 
Rather, it can be concluded that the lived experience of Slow suggests it is a highly 
contextualised, unfolding phenomenon. A range of personal themes emerged for 
each participant. That said, within the many personal themes, four feature 
consistently: 1) the Slow state of mind, 2) time, 3) process over product, and 4) 
connectedness. These themes are briefly synthesized below.  
 
9.1.1 The Slow state of mind 
 
An important finding that emerged concerned the way in which Slow comes into and 
out of the foreground of the technological experience. For the participants, this may 
involve the phenomena of mindful awareness. The Slow state of mind implies that 
moving into a Slow, open and responsive relationship with technology, is not a state 
which is gained simply by being who we are, or where we are. Nor is it gifted by 
knowing what we know. Instead it is crucially brought about by becoming more 
aware. A Slow state of mind in an ICT-rich context requires continual examination, 
and reflection on one’s experiences with technology and education. It was evident 
across the data from all three phases that in both personal and educational contexts 
it was easy for technology use and the characteristics of Fast to become unconscious 
or forgotten. As this theme (state of mind) identified, Slow is negotiated repeatedly 
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and the tensions between Fast and Slow are evaluated on an ongoing basis – they 
are not frozen.  
 
A heightened sense of consciousness was a theme in the phenomenology of Slow 
developed in this inquiry. We saw the potential for participants to be physically 
disconnected from all technology, yet Slow remains elusive. In response to this, it 
might be argued that a person is predisposed to experiences of Fast, but might not 
realise they are. Hence a Slow state of mind encourages us to engage with the 
moments of our everyday lives in a more considered and meaningful way, more than 
simply noticing the influence of technology on the world; not as techne (Heidegger, 
1971/2001), but as a way of engaging with technology that reveals and entices 
potential forms and functions.  
 
9.1.2 Time 
 
Slow requires time - time to think deeply, talk more, explore, reflect, engage and 
rejoice in each moment. The advocates of Slow exercised choice and control of what 
felt like the right number of tasks to undertake; reflecting tempo, rhythm and pace in 
tune with, and unique to, each individual. This is in contrast to descriptions of school 
time as organisational, monochromic, compartmentalised and calendar based – 
characteristics inimical to learning and working with rather than in time (Lafleur, 
1999; Giddens, 1987). Through technology, time and work no longer need to be 
competing for status. In fact, participants demonstrated that work could be 
reorganised enabling alteration of the perceptions and experience of time in order to 
accommodate, transform and enhance time.  
 
Such a view of time, one that is more subjective, personal, dynamic and supportive of 
the connection and engagement with learning and learners, resonates with the ideas 
of Dewey (1933/1986). According to Dewey - and similar thoughts can be found in 
Heidegger (1927/1962) - such a view of time connects education with meaning and 
authenticity, which is important for understanding the question of being. Such a view 
of time can be achieved through the integration of technology. Technology offers 
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students an opportunity to make significant connections to their own place and time 
and in their own way. Technology use can transform time, providing an opportunity 
for learning to resonate with students as the learning activities flow naturally and in 
tune with each student’s world, tempo and rhythm.  
 
9.1.3 Process over product 
 
Each educator who engaged in the study expressed their dissatisfaction with the 
current educational system. They saw it as focused on content, assessment and 
teacher accountability – a focus on ends, rather than on processes that encourage 
thinking, and that develop empathetic, caring and compassionate people who value 
learning. Dewey (1916/2004) warned of education with a focus on the end rather 
than on experience and action. He identified the importance of the student as an 
active participant, not passive recipient, with a call for each student to be engaged in 
continual thought, inquiry, discovery and action. Dewey was an advocate for learning 
through projects and problems: as a way of piquing student interest, offering intrinsic 
motivation, and awakening curiosity and demand for information over extended but 
flexible periods of time. My research participants broadly concurred.  
 
The role of technology within the process of learning is to enhance and strengthen 
the process. Students utilise technology, not as the focus but as a tool to empower 
them to problem-solve, present data, share information, communicate and 
collaborate with their peers and the wider community. The continuity of this learning 
process moves a learner from one experience into the next with a deeper 
understanding and appreciation of its relationships with, and connections to, other 
experiences, people and ideas. A focus on technology in this way shifts the emphasis 
of education to encompass humanistic qualities.       
 
9.1.4 Connectedness 
 
Furthermore, participants in the study communicated the importance of 
connectedness, a theme that features prominently and which is interwoven with 
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many other themes. Whilst community and connection to others were discussed 
extensively during the focus group and interviews, connection to self and place also 
emerged from the conversations. 
 
Connectedness to self has similarities with the Slow state of mind. On this view, 
connectedness is a way of thinking described as looking inward to the internal 
rhythms of the self. It involves asking life’s bigger questions to gain clarity, insight and 
wisdom. In Dewey’s writing, we can see potential for connectedness to self - not just 
in the cognitive sense - but as a way of being. Understanding ourselves is to be able 
to give sense and purpose to life and can be recognised via learners questioning, 
trying, challenging, testing and experimenting (Dewey, 1916/1985). For example, Dan 
and Sally’s engagement with Twitter became a searching activity; inquiry into their 
own beliefs progressed through questioning, giving further meaning to their world 
and existence, rather than merely validating knowledge.        
 
In addition, connectedness to others and culture was a core element of Slow, as 
revealed by the participants. Emphasis was placed on the importance of the 
community to generate new ideas and initiatives as a way to broaden one’s 
perspective, and help increase empathy and awareness for the consequences 
personal decisions and actions can have on others. Participants shared ways with 
which technology can be used to strengthen communities via online connections with 
peers, parents and members of the wider community. Connecting through Skype™, 
Facebook™, and blogs revealed excellent potential to foster what Heidegger (1996) 
identifies as existential authenticity. In this way, technology presents a unique 
perspective from which to view the world, and others, and the unique possibilities 
that flow from such perspectives are the basis, Heidegger claims, for authenticity.  
 
Consistent with the aims of the research, the participants found that their 
experiences of ICT-rich education revealed the many possibilities and potential of 
Slow. Participant contributions demonstrated that Slow in ICT-rich education can 
immerse us deeply into the world, so that we collapse and become part of the “flesh” 
(Merleau-Ponty, 1968, p. 123). Experiencing ourselves as a part of the 
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technologically-saturated world might overcome the separation between subject and 
object, or culture, people and nature. It is this separation that fosters the lack of 
moral responsibility people feel in manipulating and exploiting living and non-living 
things - the root of the environmental crisis (Laura and Cotton, 1999).  
 
9.2 New knowledge for the field: Re-conceptualising Slow in ICT-rich education  
 
9.2.1 The relationship between the mind and body in Slow  
 
The idea that Slow is a ‘whole person learning experience’ reflects back to the 
rhetoric presented in Chapter Two. In Chapter Two, the political educational agendas 
and policies rationalised learning with technology by emphasising the dependence of 
competition in the global economy on knowledge and innovation (Bradley, et al., 
2008). The prominence of knowledge and the mind was an idea strongly opposed by 
Laura and Cotton (1999) and Orr (2002). Orr argues that such a focus influences and 
cultivates Fast Knowledge. For Orr, the concern was that such a rationale for 
technology in education had come to represent human progress, with great emphasis 
placed on knowledge that could be measured, was available in abundant quantities, 
was calculative not contemplative, current, devoid of context and could be acquired 
through the use of hardware and software at any time and in any place  (Orr, 2002). 
Orr’s depiction of Fast Knowledge represents the dualism between body and mind. 
The characteristisation of twenty-first century society as the knowledge society was 
shown to personify the Cartesian dualism, and contribute to the emphasis of mind 
over body.  
 
Proponents of Slow, such as Holt (2002), Payne and Wattchow (2009), Hartman and 
Darab (2012), Orr (2002) and theorists Laura and Cotton (1991), argue to varying 
degrees, that Fast knowledge is obtained when the learner detaches themselves from 
the objects of the investigation. As Laura and Cotton (1991) identify - it is this act of 
knowing that separates us from nature and the understanding of our essence and 
being.  
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One of the important elements of Slow in the ICT-rich educative context is the 
reconciling of the mind and body in an experience where both can be on the same 
scale. To use the previous example of learning about Ancient Egypt by conversing 
with an Egyptian archeologist via Skype, the construction of knowledge about who 
the Ancient Egyptians were, the use and purpose of Egyptian artefacts, what life was 
like for Ancient Egyptians, and so on, is brought to life, via the technological and the 
learner’s bodily medium. Such knowledge is gained through and with the bodily 
experience not after it, with sights and sounds piquing student interest, arousing 
motivation and making connections to previous experiences and memories. Now 
what is learnt is both an intellectual and a sensory encounter. Such a Slow experience 
is not predetermined by our thoughts alone, rather, Slow and technology in the 
educative environment enable the body and mind to open us to immersion and 
rediscovery of ourselves, as we are in the world through our body (Merleau-Ponty, 
1962).  
 
The importance of Slow and ICT adds further depth to Dewey’s (1938) ideas about 
education and experience. Dewey (1938) asserted that the body was not only a lived 
structure to experiences, but also a setting for cognition; where cognition is not 
something to be acquired but rather constructed by learners.  
 
Other scholars have explored the idea of the embodied experience, in ways that 
resonate with the beliefs of Dewey. Varela, Thompson and Rosch (1991) state that 
“[our reflection] can change from an abstract, disembodied activity to an embodied 
(mindful), open-ended reflection. By embodied we mean reflection in which body 
and mind are brought together … [Reflection] is not just on experience, but 
[reflection is] a form of experience itself and that reflective form of experience can be 
performed with mindfulness/awareness” (p. 27). Here it is possible to see the 
alignment with the phenomenology of Slow in ICT-rich education, as demonstrated in 
this thesis.  
 
Slow offers an alternative, in which bringing the body to ICT-rich educative 
experiences can harmonise the thinking self with the embodied self. The bringing 
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together of the mind and body is a whole person experience: reflecting, questioning, 
imagining, sensing, exploring, all occurs in the Slow, technology-rich lived experience, 
and engage both the body and mind. The ever-changing process of life makes Slow a 
constantly developing process: being Slow is not something that is achieved and 
finished, or possible to understand in one discrete period. This ongoing and evolving 
idea of learning resonates with Heidegger’s understanding of knowledge. He states: 
 
To know means to be able to learn. Of course, everyday understanding believes 
that one has knowledge when one needs to learn nothing more, because one 
has finished learning. No. The only one who knows is the one who understands 
that he must always learn again, and who above all, on the basis of this 
understanding, has brought himself to the point where he continually can learn. 
(Heidegger, 2000, p. 24)  
 
Participants have demonstrated that Slow in technology-rich education resonates 
with Heidegger’s understanding of knowledge. The participants in the research 
argued that Slow can challenge the mindless technologisation of education (and 
nature) through the promulgation of educational knowledge and understanding 
(Laura & Cotton, 1999). Such understanding and experience involves the constant 
reconstruction of the mental, emotional and physical constitution of the human, in 
order to challenge the ‘knowledge as power’ paradigm, and reconceptualise 
knowledge as a means of dignifying, rather than diminishing, humanity. Through 
reconceptualisation we challenge the separation between knowing subject and 
object and, consequently enabling Slow, to redefine the essence of being human. 
 
9.2.2 Implications for ICT-rich education policy 
 
In the early stages of this study I observed that while ICT-integration currently 
receives considerable attention in education, the discourse underpinning its inclusion 
is heavily focused on ensuring Australia (or any other country) develops a workforce 
able to compete in the global economy. Key educational documents such as the 
Review of the Australian Higher Education (Bradley, et al., 2008) and the Melbourne 
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Declaration on Educational Goals for Young Australians (Barr et al., 2008) reinforce 
the importance of globalisation and competition as a context requiring inclusion of 
ICT in education and educational reform. This is educational reform focused heavily 
on the here and now. To move beyond such short-term thinking, that in itself will not 
adequately prepare students for a twenty-first century world of uncertainty, 
complexity and technological innovation, this study has sought to explore Slow as a 
means for bringing about a whole paradigm shift, one which asserts humanistic 
values, over the economic or vocational.   
 
The rhetoric of current ICT-rich education policy is supportive of the inclusion of 
technology in education, but fails to place the whole learner at the centre of such 
educational practice. Policy reform, based on Slow, would instead acknowledge 
technology beyond the temporal dimension, beyond its perception as an object, 
enabling the scale of such policy reform to focus less on hardware and software and 
in its place reflect the design of whole educative systems that integrate curriculum, 
programs, communication and communities. Essentially, to design policy with Slow in 
mind, is to re-design life itself; the very form of existence that emphasises care, 
empathy and participation can then be experienced in education systems, 
curriculum, timetables, assessments, and so on.    
 
Technology-rich education will long be a priority for the Australian government so it 
is therefore important to disseminate the findings of this study in its demonstration 
of how Slow can help transform the technology-rich education context. This study 
has established the inherent humanity of Slow as a valuable and key framework of all 
educational experiences, with particular focus on the technology-rich experience. 
Slow demonstrates a commitment to the long now fostering the change of mind and 
attitude in students to ensure they develop morals of care and responsibility, the 
very ethics on which sustainability depends.  
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9.2.3 Implications for ICT-rich educative practice 
 
A Slow approach has the potential to provoke deep thought and emotion in the 
minds and hearts of its participants. Slow will foster curiosity and wonder, made 
possible through the development of an open and reflective mind; allow students to 
appreciate natural time, over that which is artificial and manmade; encourage 
students to embrace the process of learning; and to generate a strong sense of 
connectedness to self, others and place – with technology. Using Slow to 
reconceptualise education makes it increasingly possible to promote the aims of 
education, which is to encourage an attitude of caring and participation towards each 
other and the world in which we live, for the long term.  
 
Slow ICT-rich educative practice is not about removing technology or making 
technology invisible, but about exposing technology in a way that encourages 
students to reflect and think about it. Slow in technological practice should invite 
students to deliberately question and reflect on the inclusion and use of technology; 
in this way, the technology should make little sense if used without reflection. 
Accepting an invitation for reflection, inherent in technological educative practice, 
allows time to appear. Students no longer view technology as a tool of efficiency 
where time disappears as they get things done, rather, when working with time, time 
is opened, stretched and slowed; supplying more time for new reflective activities 
and new learning opportunities.   
 
Slow ICT-rich educative practice is complex, contextual and continually evolving. It 
engages students and communities in problem-solving and goal-seeking. Such 
problem-based learning should be authentic and sufficiently rich and complex to 
promote sustained interest over a long period of time. Throughout this learning 
process, technology will take on a dynamic role: from explicit use in specific 
situations to residing in the periphery, and therefore through its flexibility can 
provide students with contextual information without demanding conscious effort, 
but also facilitate moments of mental rest and dwelling.  
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Slow, in education and the technology-rich environment, as understood through this 
research, is not something that will naturally occur: it needs to be made explicit. 
Making Slow experiences a part of ICT-rich education requires educators to be 
conscious of the value and role of Slow. The implication is that educators need to 
open up these areas of inquiry as part of preservice teacher training and ongoing 
professional development. It is also through engagement via these means that Slow 
can cause educators to question personal epistemologies, so that Slow might be 
adopted in their own lives too. Several participants engaged in the interviews and 
focus group processes of this research, questioned the role of technology in the dual 
domains of their personal and professional lives. As a consequence of the discussion, 
participants conveyed their intent to re-conceptualise technology in their 
professional lives in order to foster an alternate, slower, reality in the future. This is 
thinking that would take us into the depth of our experiences: ourselves, others and 
nature. The implication is that such thinking and understanding could see the 
personal experience and technological education effectively pursued through the 
experience of Slow.  
 
9.3 Limitations of the study  
 
Like most studies, this study has limitations and these relate mainly to 
methodological considerations. While phenomenology was deemed the most 
appropriate methodology for this investigation of Slow in ICT-rich education, it did 
present some challenges. For example, phenomenological inquiry is dependent on 
participants providing detailed descriptions of their own lived experiences. 
However, extracting these descriptions from participants proved difficult during 
data collection. At the conclusion of the introductory interviews with the advocates 
of Slow, I realised that prompts should have been provided to ensure participants 
described what it felt like to experience Slow. Prompts would have also narrowed 
the focus and honed in on specific aspects of their lived experiences. To deal with 
this problem, I created the Phenomenological text: A Picture of Slow stimulus 
(Chapter Eight A) for the focus group participants prior to the discussion with the 
intention of focusing their discussion. However, the stimulus had the reverse effect: 
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it appeared to limit the discussion to the themes I presented in the stimulus. In 
hindsight and with a clearer understanding of the phenomenological methodology, 
utilising a schema such as van Manen’s (1990) lifeworld existentials of body, place, 
time and relationship to focus participants more on their lived experiences of Fast 
and Slow would have ensured a focused and detailed description of the lived 
experience across all three phases.  
 
It has also been noted in some phenomenological studies that there can be a 
temptation to become rigid in the analysis of data, or to permit the analysis to 
obscure the complexity and richness of the participants’ lived experiences. When 
analysing data in this study, I continually tried to find a balance between the 
processes of thematic analysis, categorisation, and reflecting on how participants 
see their own experiences. The hermeneutic circle of analysis, the member check, 
and handwriting as a method of inquiry were strategies employed to reduce the 
impact of these issues on my interpretations and understanding.  
 
In addition, there is always some risk in interpretive hermeneutic phenomenological 
studies that if the hermeneutic process is not undertaken effectively, 
misinterpretations of the meaning of experiences as perceived by the participants 
may result. Furthermore, my understanding may not effectively fuse with each 
participant’s horizon of understanding (Gadamer, 1989). The member check was a 
key process to ensure my interpretations were accurate and acknowledged by each 
participant. The recording of reflexive memorandums of thoughts and observations 
also enabled an honest and transparent approach to the research study. Similarly, 
the three-phase study design and methods fostered active participation by a diverse 
group of participants, further assisting in combating the risk of misinterpretation.  
 
9.4    Segue to further recommendations 
 
Chapter Two began with a parable: lessons learnt from the Green Revolution. I drew 
links between the Green Revolution and many of the practices adopted in the 
twentieth and twenty-first centuries where the desire to maintain high levels of 
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economic growth became a higher priority over the need for small-scale 
experimentation, observation and reflection on the long term effects. The Green 
Revolution was not so much about technology, but rapid innovation cycles, an 
obsession with speed, and a global economy that led to the erosion of centuries of 
traditions, community, culture and the inevitable degradation of land and 
traditional farming practice. The findings from this thesis reveal that recent 
educational reform shares similar processes and aims to the Green Revolution. 
Many of the experiences and stories shared by participants paint a picture of 
twenty-first century educational systems characterised by speed, standardisation, 
regulated by rigid timetables, focused only on the short-term delivery of de-
contextualised content to meet immediate (testing) ends rather than valuing the 
journey and process of learning.  
  
Considering recommendations for further research, I turn now to a different story, 
one that again is symbolic of, I suggest, a more appropriate use of technology in 
education. The story I am about to share is one that describes a new agricultural 
revolution that uses technology but does so in order to reverse uniform agricultural 
practice and the kind of rhetoric that drove the Green Revolution. This story is 
called The Precision Agricultural Revolution.  
 
It’s a sun-soaked August afternoon in Geneseo, Iowa, and Clay Mitchell is driving 
his crop sprayer down a poker-straight road that parts the emerald landscape. 
Butterflies dance above the prairies, while the crickets chirp below, their song 
lost to the engine’s roar. He turns the machine left into a field of soya beans and 
brings it to a halt. In a few weeks the plants will be golden-brown, ready for 
harvest -- this is their last chemical hit of the season. Mitchell presses a button 
on top of the joystick-like accelerator to his right. Two arms fling out from the 
rear of the vehicle, unfolding to create an 18-metre boom. He grasps the stick 
and, as he pushes forward, the eight-tonne machine starts to move between the 
stalks. He lifts his other hand from the wheel: he need no longer touch it. The 
sprayer is steering itself. (Burton, 2010, wired.co.uk) 
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Since 1998, Mitchell has been experimenting with hyper-specific Global Positioning 
Satellites (GPS) and digital maps to control tractors that steer themselves - via 
smartphone. He utilises a field boundary potentiometer to stop the tractor from 
spraying unnecessarily outside the boundary, and sensors that know precisely how 
much fertiliser to spray by automatically switching nozzles to release liquid at 
different rates. Such agricultural practice takes advantage of technology in order to 
collect precise data about the land: weather conditions, soil types, pest and disease 
problems, and uses that knowledge to customise the cultivation of each individual 
square foot. Effectively, the Precision Agricultural Revolution facilitates the most 
appropriate assistance needed to enable growth of each individual plant in each 
individual field.   
 
Today, Mitchell’s small-scale precision agricultural operation is being employed by 
farmers’ world-wide. Precision Agriculture recognises that soil can often vary 
greatly within a single acre and works at capturing the differences via technological 
means. It is revolutionising the way humans engage with the land, with exact 
practice minimising the environmental impact on farming, since it reduces waste 
and uses less energy. 
 
The work of Mitchell, and Precise Agriculture, can be likened to the increasing 
adoption of technological analytic platforms in education. The NMC Horizon Report: 
2015 Higher Education Edition (Johnson, Adams Becker, Estrada & Freeman, 2015) 
predicts that in the next three to four years technology in education would be 
increasingly focused on the development and utilisation of learning and web 
analytics with the aim of personalising the student learning experience. This is, in 
many respects, Precision Agriculture for education, where agriculture = learning, 
the farmer = the teacher, the fertiliser and pesticide = the content and pedagogy, 
and the fields = the classroom. And therefore, rather than an agricultural (learning) 
method that uses a broad-scale industrial approach (one size fits all), spraying equal 
amounts of fertilizer or pesticide over each acre (content and pedagogy delivered in 
the same way), across a huge barren field (the minds of learners). We see instead, 
through the development of new technologies, data produced and utilised to 
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forecast and present needs and appropriate approaches to target rates of 
appropriate uptake for the needs and requirements of each individual recipient, 
enabling maximum growth and full realisation of potential. There is little doubt that, 
in Precision Agriculture, the data provides detailed information that may enable 
farmers to come back into a relationship with the land; a relationship that is more 
intimate, more detailed and more sensitive to the uniqueness and variations of 
both land and crops. 
 
Yet, while this innovative agriculture provides a comparable model for the use of 
technology in education, there is, should be, a fundamental difference between 
Precision Agriculture and education – that of its purpose. Precision Agriculture is 
underscored by an economic and capitalist motivation; a motivation that is 
dangerous in education. The story presented in this segue leads us, therefore, to 
consider a number of possible future research questions.   
 
9.5    Recommendations for further research 
 
Considering the role of technology in education that is whole-person, authentic to 
the journey of learning, connected, values time, reveals the importance of 
individual needs, and is faithful to the aims of education the following research 
questions could be pursued: 
 
- Why Precision is not Slow, and how it can be brought into a closer 
relationship to Slow in technology-rich education? 
- What does Slow mean and how does it look – when understood within a 
range of diverse educational contexts and systems? 
- How can Slow and ICT-rich education be made more accessible and 
comprehensible to educators? 
- How and to what extent can the utilisation of Slow in education lead to 
greater conscious awareness, and sustainability?     
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9.6    Conclusion 
 
I began this chapter with Schumacher’s (1974) quote on the need to develop an 
educational paradigm necessary for addressing the peril and possibilities of the 
modern age. The greater the technology, information and demands from the world 
around us, the more essential the development of education of a different kind. I am 
proposing that Slow, in the ICT-rich educational context (and our lives), places heart, 
soul and spirit at the centre of our thinking. Thinking that views technology as an 
opportunity to provide greater value and meaning to educational experiences for the 
long now.  
 
Throughout this journey I have discovered that Slow begins with the most intimate 
relationship possible, the relationship with oneself. This has been a personal journey 
of transformation; a transformation both outward into the world and inward into my 
own mind, body and heart. Even the Fast, in my life, which was once defining has 
thankfully begun to be eroded, and is now humming in closer unison to my tempo 
guisto [the right speed].  
 
The tension between the increased pace, automation and corporatisation of scholarly 
life and being content with allowing myself to reclaim time to make meaningful 
connections with people, culture, nature, mind, body and work, still exists. Much of 
my past understanding of the teaching and learning process with technology was 
predicated on knowledge and information society cognition and concepts; the 
personal feelings of uneasiness outlined in the first chapter. However, Slow has 
enabled me to be open to things around me with a fascination of the child-like mind. 
With fascination and presence bringing about excitement, which stimulates ideas and 
possibilities - with the world (and my work) becoming a seemingly more interesting 
place. I am intrigued with everything, and that is Slow.    
 
However, I can see how Slow implies a questioning of the tangible outcomes that 
drive the economy and education. Fast can be commodified, it is more convenient, 
and it is the safe, well-trodden path. It is a path that many have taken before us; a 
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path that is proven to lead to a specific destination. The beauty of Slow is that we do 
not know where the paths we take may lead. And it is the fear of the unknown that 
makes educators hesitant to adopt Slow. Yet, it is only when we travel down the 
unknown, unexplored paths, with openness and wonder, that endless possibilities are 
revealed.      
 
So what might I do with fifty years or five hundred years of sustained endeavor and 
endless possibilities? This is not an easy thing to imagine. But I argue that we cannot 
and should not reverse the automation and technologisation of education. And we 
cannot alter a world that is ‘on’ 24-7. What we can do is approach things in a Slow 
spirit. We can design ICT-rich educational experiences that give students a sense of 
the long now: experiences that reward long, ambitious projects, and honor patience 
as students focus on quality, over quantity. We can design technological experiences 
that promote resilience, responsibility and embrace time. Slow might mean less 
quantitative rewards, but will send a message that there is more to life than 
maximising the Higher School Certificate, publishing more journal articles, or winning 
the rat race. The central tenet of Slow is taking the time to do the ‘right’ number of 
things, to do them properly, and thereby enjoy them more. This has the potential to 
make us happy: to experience good health, a flourishing environment, strong 
relationships and communities and freedom from the cult of speed.     
 
There is little doubt that applying Slow to ICT-rich education will remain a challenge 
until Slow permeates and underpins all facets of life – the economy, education, and 
every workplace. I know that I can’t Slow down all of human behavior, but I can Slow 
down parts. I can begin by persuading educational organisations and stakeholders, 
my colleagues and students of the merits of Slow. This in itself will not be easy, but 
there are grounds for optimism, as educators acknowledge the need for Slow. 
Moving towards Slow won’t happen in a year, just as the first farmers planted their 
seeds instead of eating them - risk, years of dedicated and focused work, is 
necessary, and may yield Slow in ICT-rich education.  
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Slow in education is achievable, but it will require awareness, motivation and time to 
enact change. In order to counteract the damage that we have done, our efforts 
must be gradual, incremental and engage the full potential of learning and discovery.  
A Slow technology-rich approach, has the potential to enlighten and awaken 
individuals to the intricacies of the world – its beauty, complexity, and vitality – as 
well as fostering an understanding that we are part of the ‘flesh’ of the world. A Slow 
approach has within itself the power of creating an understanding and intelligence 
that will preserve the world for future generations. This is a debt we cannot repay 
our ancestors, but must look forward towards repaying our descendants (Brand, 
1999).    
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Appendix 3: Phase One and Two interview question guide 
 
Interview Guide - Key Questions – Slow 
Context/Background 
1. What does slow mean to you? What is the essence of slow? 
2. How is it reflected in the way you live your life? 
3. What makes it distinctively different to the opposite (fast)? 
4. What do you think you gain from your beliefs and from living this way, which 
others who do not adhere to these philosophies, do not? 
Technology 
5. What are your thoughts about the role that technology plays in the 21st 
century? 
6. Do you think there is an association between technology and ‘fast’? If so, 
what things are we losing because of this association with speed and loss of 
slow? 
7. Can technology and slow go together? Expand response. 
Learning Environment 
8. How can slow be integrated into the educational environment? 
9. Can slow enhance teaching and learning? If so, how?  
10. What implications does this have for teachers/schools/universities? 
The Future 
11. What challenges, if any, do you think we will face, as a society, if more of us 
do not take on slower values? 
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